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ABSTRACT 
There has been worldwide concern about the under-representation of women in senior 
leadership positions in most industries. Globally, higher education has been historically 
for the privileged societies and a world dominated by men. The need to advance more 
women leaders in higher education and throughout the workforce is thus important. In a 
bid to promote and accelerate career progression of fellow aspirant female colleagues 
and in order to bridge the gap that exists between men and women in senior leadership 
positions, the University of Johannesburg has been implementing the Accelerated 
Academic Mentoring Programme (AAMP).  
This study focused on senior female academics’ experiences of mentoring aspirant 
female colleagues’ career progression within the University of Johannesburg’s AAMP. 
The aim of the study was to explore how senior female academics mentor aspirant female 
colleagues’ career progression at UJ, to understand their experiences and explore the 
value of senior female academics mentoring aspirant female colleagues’ career 
progression. The theoretical framework that underpinned the study was transformative 
educational leadership. 
This study adopted a transformative research paradigm. A qualitative research approach 
located in a phenomenological design was used for data collection and interpretation, 
centred on one-on-one semi-structured interviews. Seven senior female academics within 
the AAMP from the University of Johannesburg were purposefully selected for the study. 
Qualitative content analysis techniques were used for analysing the data. Research 
quality was achieved by providing an audit trail, keeping a reflexive journal and writing 
thick descriptions. 
 
The study revealed that the benefits of mentorship within the AAMP were facilitation of 
career progression, empowerment of mentees and provision of formal support. Qualities 
of a good mentor were found to be vast institutional knowledge about the organisational 
system, exhibition of social skills, exhibition of professional skills, exhibition of leadership 
skills and the ability to give advice. Inadequate training, a heavy sense of responsibility, 
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mentor-mentee mismatch, male dominance and mentoring structure came up as the 
challenges of female mentors within the AAMP. Furthermore, factors such as hope, time 
management, planning, maturity, race, acceptance, the willingness to learn and 
competency were found to be capable of affecting the mentoring process. 
Insights gained from the study led to the following recommendations: (1) Continuation of 
the AAMP at the University of Johannesburg; (2) inclusion of additional mentor qualities 
to be part of the AAMP policy guidelines; (3) critical reorganising of training provided for 
mentors; (4) caution to be taken against mentor-mentee imposition; and (5) motivating 
and rewarding the good work of the mentors. 
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PREAMBLE 
BACKGROUND TO STUDY 
The shortage of women in senior academic posts is a common international occurrence 
(European Commission, 2012; Blackmore, 2014; Perumal, 2003, Potokri & Perumal, 
2018) signifying women under representation universally and throughout their career 
cycles (Catalyst Census, 2012; Elliott & Stead, 2008; Equality & Human Rights 
Commission, 2011). Senior female academic leaders (professors), locally and abroad, 
are inadequately represented within academia (Barrett & Barrett, 2011; Krawczyk & 
Smyk, 2016). The rise in female involvement in academia has made no difference to the 
educational participation of women in institutions of higher learning in Western countries 
and in Africa (Aiston, 2014; Gardiner, Tiggemann, Kearns & Marshall, 2007; Morley, 
2013). Universally, academic women are congested in junior positions (Airini, Conner, 
McPherson, Midson, & Wilson, 2011; Eveline, 2005) and the shortage of senior female 
academics propositions that there are stages in which the careers of women reach its 
highest, becomes inactive, or disrupted (Parker, Hall, Kram, & Wasserman, 2018).  
 
Globally, female academics have been side-lined and the legacy of marginalisation still 
exists in the form of inadequate visibility and occasionally the glaring lack of senior female 
academics in positions of leadership (Eggins, 2016). Internationally, females occupy 
below 50% of professional positions in universities (Jarboe, 2013). There is a global trend 
indicating the over-representation of females in junior academic and intermediate 
management posts, but female representation in comparison to male academics, reduces 
continuously at advanced levels (Madsen, 2012). Senior women in academia therefore 
end up secluded in a class structure mainly dominated by men because globally, “aspects 
of gender and race are negotiated within predominantly white patriarchal, hierarchical and 
Eurocentric higher education spaces” (Wright, Thompson, & Channer, 2007, p. 6).  
 
In Africa, females in universities throughout the continent, are underrepresented in 
academia as it remains a space dominated by males (Britwum, Oduro, & Prah, 2013, 
Boateng, 2018). In Ghana, female academics have particularly not been triumphant in 
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reaching senior positions, as indicated by statistics in 2017 at the University of Ghana,  
that show how unimpressively women are underrepresented (Boateng, 2018).The 
shortage of women in senior leadership positions is also not unique to Kenya, as research 
indicates it is hard for Kenyan women in higher education to gain access (Odhiambo, 
2011). In Cameroon, the academic staff, specifically at the University of Buea between 
2002 and 2007, was dominated by male academics in all ranks, specifically professoriate 
positions (Endeley & Ngaling, 2007). In Nigeria, where general basic amenities such as 
electricity and water are not always guaranteed, the progress for women in academia is 
slow, as woman remain inadequately represented in senior positions (Akinjobi, 2013).  
 
In Apartheid South Africa, university policies acknowledged the inadequate 
representation of women and of disadvantaged groups (Africans, Indians and Coloureds) 
in senior professional posts (Department of Education, 1997). Today in democratic South 
Africa, despite the government’s attempts to promote women to senior academic 
leadership positions, the progress in universities is slow. Senior female academics 
(professors) are still inadequately represented in academic positions of leadership 
(Eggins, 2016; Read & Kehm, 2016). In South African universities, the distribution of 
professionals is highly differentiated by race and gender, with positions of professorship 
being primarily occupied by white males (Council on Higher Education, 2016). There is a 
general shortage of women in senior academic positions and particularly a shortage of 
black women (Sobehart, 2008).  
 
In South Africa, the general shortage of black academic staff was evident in the Rhodes 
Must Fall Movement (Pather, 2015) which, among some of the demands, explicitly called 
for a radical change in the racial composition of the University of Cape Town’s staff 
through a revision on the limitations on access to senior positions for black academics. 
This stance was supported by the academic staff profiles of 2012 as displayed by the 
Council of Higher Education (CHE, 2012) which indicated that African female academics 
were the least well represented at senior levels because they comprised 9% of the total 
number of female professors (662), and only 2% of all professors (2190). In terms of all 
Professor and Associate professor posts, 29% were filled by women (CHE, 2016). Gender 
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inequalities become clear when looking at the senior academic positions occupied by 
male counterparts. Women Deans, Directors and Professors are a minority group while 
Vice-chancellors and Chancellors are uncommon (Sobehart, 2008).  
 
On the 31st March 2017, the South African Department of Higher Education and Training 
(DHET), committed to the University Capacity Development Programme (UCDP) which 
offers a Development Grant between 2018-2020 to develop equity and capability in areas 
of scholar, employee and core curriculum development. In collaboration with the United 
States-South African Higher Education Network (US-SA HEN) it provides a vehicle for 
encouraging exchange and interaction between higher education institutions in South 
Africa and the United States. UCDP collaboration partly aims to escalate the number of 
lecturers with PhD’s (including enhancing the infrastructure and resources for Ph.D. and 
M.A. supervision) and is therefore one which will benefit all South Africans, especially 
women, as it is intended to contribute to building an inclusive professoriate.  
 
Doctoral degrees are a pre-requisite to attaining professorship, yet research conducted 
by Eggins (2016) indicates that the unremitting lack of females as progressive 
professional academics restricts access to the group of future senior academic leaders. 
Currently, the status quo (Table A) indicates that the bulk of South African academics are 
lecturers or senior lecturers (12 963 or 69.8%) and 8524 or 65.8% respectively of the staff 
in these two groups still need to achieve a doctoral degree. Data from the 2015 DHET 
report indicated that less than 50% of permanent professional academic employees at 
South African institutions of higher learning held a qualification above a master’s degree. 
The probability of academic male employees holding a doctoral degree was more than 
that of female academic employees, as was the probability of academics from the white 
race group having more doctoral degrees than academics from the black race group.           
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Table A: Headcount of instruction/research professionals with permanent 
appointments at South African universities in 2015  
 
Highest 
Qualification 
Professor Associate 
Professor 
Director Associate 
Director 
Senior 
Lecturer 
Lecturer Junior 
Lecturer 
Below 
Junior 
Lectur
er U
n
d
es
ig
n
at
ed
 
O
th
er
 
Total 
Below   
Master’s 
Degree 
33 48 1 9 580 2041 739 82 46 3579 
Masters 
Degree 
111 187 2 45 1465 4438 217 52 33 6550 
Doctoral 
Degree 
2053 1653 9 33 2734 1506 21 56 71 8136 
None of the 
above 
22 25 0 0 58 141 26 12 18 302 
Total 2219 1913 12 87 4837 8126 1003 202 168 18567 
 
 
This data of female under-representation in South African universities is supported by the 
number of professoriate positions held by females at the University of Johannesburg (UJ) 
against their male colleagues who are professors, which indicates that out of the total 
number of 129 professors, 45 are female professors while 84 are males. The number of 
female international professors is five, against 18 male international professors. There 
are 32 white female professors, four are Indian, two are Coloured and two are African. 
The male allocation of professorships at UJ indicates dominance of white males at 55, 
while African males occupy five of the positions and internationally, of the 23 professors 
positioned at UJ, 18 are male and five are women (See Table B). 
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Table B: 2017 Staff Academic and Gender Profile of University of Johannesburg 
 
A: African C: Coloured I: Indian W: White  
 
POSITION 
NAME 
Female Female 
Total 
Male Male 
Total 
International Total 
International 
Grand 
Total A C I W A C I W Female Male 
Assistant 
Lecturer 
22 2 3 5 32 20 1 4 1 26 1 1 2 60 
Assistant 
Lecturer 
(Other) 
1   3 4        0 4 
Associate 
Professor 
1  5 34 40 7  4 28 39 10 27 37 116 
Director      2   1 3 0 2 2 5 
Distinguished 
Professor 
        2 2 0 1 1 3 
Junior 
Lecturer 
     1    1   0 1 
Lecturer 89 23 42 103 257 107 12 21 66 206 19 35 54 517 
Professor 2 2 4 32 40 5 6 4 51 66 5 18 23 129 
Research 
Professor 
   1 1   1 7 8 1 1 2 11 
Researcher  1 2  3    2 2   0 5 
Senior 
Lecturer 
26 3 19 92 140 30 4 18 81 133 10 47 57 330 
Senior 
Research 
Fellow 
           1 1 1 
Senior 
Researcher 
           2 2 2 
Grand Total 141 31 75 270 517 172 23 52 239 486 46 135 181 1184 
 
 
 
At UJ, data from the Human Resource Department (HRD) indicates the common trend 
identified among universities in South Africa and abroad of female academics being 
clustered in lecturer positions. Currently at UJ there are 276 female lecturers and 241 
male lecturers (H. Geyer, personal communication, 4 December, 2017).This is evident in 
research carried out by Corneilse (2009) which indicates that women are densely 
populated in the lower academic ranks in comparison to their male colleagues. At UJ in 
particular, the placement of women and disadvantaged groups in positions of 
professorship, clearly indicates the inadequate representation of females in academic 
positions of leadership against their academic male counterparts. These statistics support 
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the notion of, “the lower the academic rank, the more women one encounters in higher 
education” (Eggins, 2016, p. 80). Males do indeed occupy the majority of professoriate 
roles while females are mainly positioned as junior lecturers or lecturers (see Table B).  
 
In South Africa, there is debate among academic circles regarding the under- 
representation of black professors in the country’s universities. Despite being 20 years 
past the transition to democracy, universities such as the University of Cape Town (UCT) 
in the year 2014, did not have a single black woman in the position of full professor (Parker 
et al., 2018). Within the debate at UCT regarding the progress of racial transformation in 
South African universities, is whether or not to include the existence of African academics 
and students from abroad. As one can see from the UJ staff profile, statistics for the race 
profile of international professors is unavailable in the report. (H. Geyer, personal 
communication, 4 December, 2017). At UCT, the argument against inclusion is based on 
the premise that South Africa (SA) should focus on the employment of black South 
Africans in order to prevent an incorrect picture of transformation, while the opposing view 
is that skin colour should not be the only premise for transformation, as factors such as 
demography and ideals need to be considered (GroundUp, 2015). 
Furthermore, GroundUp (2015) argue that to include foreign African academics and 
students as equity candidates is unethical, extremely insincere and cynical. The counter 
argument for the inclusion of foreign academics, views being African as a shared 
experience and is of the notion that being a black Zimbabwean in South Africa is irrelevant 
as South African students would still be learning from the diverse experience of an African 
(ibid.). This argument is transformative in nature as it scrutinises who has the influence 
and who is side-lined, and alters beliefs, outlooks and values to deconstruct and reject 
judgement and classism, discrimination and repression (Khalifa, Gooden, & Davis, 2016). 
 
Globally, there is a growing number of women academics in universities, however, the 
position still stands that women remain inadequately represented at high-ranking 
academic levels (Maurtin-Cairncross, 2014). Abroad, there is strong confirmation of 
inadequate representation of women in countries such as Australia (Winchester, Lorenzo, 
Browning, & Chesterman, 2006), Sweden (Falkenberg, 2003), Finland (Kantola, 2008), 
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the Netherlands (Van den Brink, Benschop, & Jensen, 2010), the UK (Morley, 1999) and 
North America (Maranto & Griffin, 2011). In an Australian university apprehension 
regarding the shortage of senior women academics resulted in the development and 
provision of a career advancement programme to support females’ progression from 
senior lecturer to associate (Aiston, 2014). Similarly, in South Africa, at UJ, the 
Accelerated Academic Mentoring Programme (AAMP) was implemented in 2015 to 
address the continued under-representation of women at senior positions. 
 
There are various imperatives driving the AAMP. Firstly, to prepare for the loss of senior 
academics due to retirement, the AAMP was tactically introduced to minimise the loss of 
key academic and academic leadership skills. Secondly, the university supports the need 
to promote change of the university’s academic staff profile, in terms of race and gender. 
The configuration of the total cohort aims to encompass a minimum of 60% female and 
60% from the academic staff. Furthermore, applicants are selected for a variety of other 
abilities, capabilities and talents, including management potential, academic proficiency, 
persistence, commitment and desire for the intended goals of the organisation. Therefore, 
the AAMP helps to prepare some of the future cohort of professorial academic staff at UJ.  
 
The AAMP is a focused intervention with selected staff and does not replace the ongoing 
UJ commitment to mentor and develop all academic staff. The AAMP is intended to 
provide mentorship, support, progress opportunities and intensive advice to aspirants, 
thereby creating the conditions for these aspirants to advance their academic career 
trajectories. The Dean, in consultation with the Head of Department (HoD), identify 
suitably qualified and experienced proposed mentors, in terms of common or cognate 
teaching and research interests, workload and personal compatibility. The AAMP 
comprises of three groups: staff who are presently working on their doctorate, staff with 
a completed doctorate but who are not yet at Associate Professor level and staff who are 
Associate Professors. 
 
AAMP interventions and activities is a year-long programme which focuses on three key 
areas of academic work: research development, teaching development and leadership 
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development. In research development, the relevant areas of focus are completion of the 
doctoral degree (if not already completed), writing retreats for the preparation of 
conference presentations leading to publications, workshops on journal selection and the 
measurement of research impact, pursuit of international collaborative projects, research 
grant opportunities, and grant applications and postgraduate supervision, and an 
appropriate postgraduate load. In teaching development, the focus of AAMP varies from: 
(1) Understanding of what is required in the teaching portfolio, and the incremental steps 
to the compilation of an excellent portfolio; (2) Engagement with the UJ teaching 
philosophy and with SOTL literature; (3) Regular student teaching and module 
evaluations, and peer evaluations; (4) Application for teaching awards; (5) Effective and 
authentic assessment; (6) Pursuit of excellent module performance (measured by 
success rates and external assessor reports); (7) Participation in T&L workshops and 
conferences; (8) Curriculum development; (9) E-teaching and e-learning; (10) Leadership 
in teaching; (11) Programme development (joint degrees, online programmes, multi-
disciplinary programmes); (12) Participation in a leading global network of research-
intensive universities teaching initiatives; and (13) External assessment involvement. In 
leadership development, the objectives are academic leadership, academic 
administration, and the role of the HOD, involvement in university committees and 
involvement in discipline professional bodies and national/international initiatives. 
Candidates in this programme are expected to participate in all relevant aspects of the 
programme, and to see it through to completion. 
 
Mentoring is therefore advocated by researchers as a useful tool to address inadequate 
development opportunities and transfer of skills (Ford, 2016; Eggins, 2016) and is the 
practice of influencing and nurturing the academic progress and career aspirations of staff 
by a more knowledgeable person (Darwin & Palmer, 2009). However, despite the positive 
outcomes of mentoring, it can also be a barrier to the development of women, based on 
issues of race, gender, disability, trust, bias, stereotyping and counterproductive 
relationships (Clutterbuck, 2011). It is therefore important that females in particular be 
trained in mentoring for diversity so that they may serve as powerful role models and 
mentors to other women (Madsen, 2012). 
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The theoretical framework that underpinned this study was Giroux’s (1989) transformative 
leadership as it allows for a transformative intellectual voice and would give greater insight 
into the present state of affairs in the AAMP. Transformative leadership considers the 
injustices of the outer world and how it impacts on what happens inside learning 
establishments (Shields, 2010). A transformative conceptual framework requires 
courageous mentoring and commitment to assist others to advance and grow their 
abilities (Simpson & Montuori, 2012). It is a theory that calls for leaders to empower others 
(Miller, Brown, & Hopson, 2011). Kaak (2011) argues that it is a method of leadership not 
only committed to empowerment, but to collaboration and trust. 
Having recently introduced the AMMP at UJ, with the intention of bridging the gap that 
exists between men and women in senior leadership positions, the study explored the 
experiences of the female mentors that were involved in the AAMP programme. Studies 
have mainly focused on mentoring relationships from the mentees’ viewpoint regarding 
their experiences and perceptions of the mentoring process, rather than the mentors’ 
viewpoint (Allen, as cited in Ragins & Kram, 2007). Therefore, there was a need for more 
research from the mentors’ viewpoint with regards to their mentoring experiences in an 
era where gender, age, race and ethnicity is diversified within organisations. My research 
findings may be used to help AAMP re-evaluate its purpose in its role to give stimulus to 
the transformation of the academic staff profile, in terms of race and gender and to 
minimise the loss of crucial senior female academic leadership skills. This would assist in 
bridging the gap of social injustice between men and women in senior academic 
leadership. Therefore, the research question for this study was: What are senior female 
academics’ experiences of mentoring aspirant female colleagues’ career progression?  
 
RESEARCH AIM 
The aim of this study was to explore senior female academics’ experiences of mentoring 
aspirant female colleagues’ career progression at UJ. 
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Research objectives: 
In order to realise the aim of this study, the following objectives were set: 
1. To explore how senior female academics mentor aspirant female colleagues’ 
career progression at UJ. 
2. To examine the experiences of senior female academics in mentoring aspirant 
female colleagues’ career progression at UJ. 
3. To explore the value of senior female academics in their mentoring of aspirant 
female colleagues’ career progression at UJ. 
Research questions: 
 
The following research questions were constructed in line with the above-stated 
objectives: 
1. How do the senior female academics mentor aspirant female colleagues’ career 
progression at UJ? 
2. What are the experiences of senior female academics in mentoring aspirant 
female colleagues’ career progression at UJ? 
3. What is the value of senior female academics in their mentoring of aspirant 
female colleagues’ career progression at UJ? 
 
SIGNIFICANCE OF THE STUDY 
The significance of the study is presented in terms of its contribution to theory, 
methodology and practice.  
 
Theoretical significance 
 
This study theoretically combined transformative educational leadership, career 
progression and mentorship. This study attempted to bridge the existing gaps in the 
literature in the area highlighted and contribute to the existing body of knowledge. For 
instance, researchers such as Ragins and Kram (2007) state that studies have mainly 
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focused on mentoring relationships from the mentees’ viewpoint rather than the mentors’ 
viewpoint. This has left the area of senior female academics’ experiences of mentoring 
aspirant colleagues’ career progression under-researched. This study contributes to the 
theory of mentorship in the context of senior female academics in universities. The study 
highlights the benefits of mentorship, qualities of a good mentor, the challenges of female 
mentors, as well as the factors affecting the mentoring process.  
 
Methodological significance 
 
Qualitative phenomenological research design was one of the methodological lenses that 
underpinned this study, which made it possible to explore and understand senior female 
academics’ experiences of mentoring their aspirant female colleagues’ career 
progression within their natural settings. Similarly, the qualitative research approach 
allowed for silenced voices to be listened to. I was able to establish personal interactions 
with the participants, owing to the one-on-one semi-structured interviews adopted for the 
study.  
 
Practical significance 
 
The findings emanating from this study might inform the AAMP co-ordinators of the 
challenges being experienced by the senior female mentors. In addition, the findings 
could also advance the good qualities that are expected to be exhibited by mentors while 
mentoring their aspirant colleagues’ career progression. Moreover, the findings from the 
study could inform the AAMP’s stakeholders of the factors that could affect the mentoring 
process. Furthermore, the recommendations from the study could guide the AAMP 
coordinators on how to realign the training provided for mentors within the AAMP, as well 
as inform proposals on how to make the AAMP more effective and efficient. 
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PARAMETERS OF THE STUDY  
This was a qualitative phenomenological research study which focused on senior female 
academics’ experiences of mentoring their aspirant female colleagues’ career 
progression. The strategy used for collection of data was informed by approaches related 
with phenomenological explorative study such as semi-structured interviews. The data 
were analysed through content analysis. The findings of the study may not be used to 
make generalisations, as the research participants were limited to seven senior female 
academics. The research location was an individual component of investigation and the 
participants selected were also representative of senior female academics who were 
mentoring their aspirant female colleagues’ career progression. 
STRUCTURAL OUTLINE OF CHAPTERS 
This research study is comprised of the preamble and four chapters which are set out as 
follows: 
 
Preamble 
 
The preamble provided an outline of the study where the emphasis of the research was 
presented, and the research problem was contextualised. The aim and questions of the 
research were specified. The research paradigm, design and method were provided.  
 
Chapter One: Transforming career progression through mentorship  
 
This chapter involves a literature review which posits a theoretical framework for the 
study. Relevant literature on transformative educational leadership, career progression 
and mentoring are reviewed. The chapter starts off with transformative educational 
leadership theory as the theoretical framework of mentoring. Emphasis is placed on 
humility, faith, hope, critical thinking and solidarity as the tenets of transformative 
educational leadership. Furthermore, the concept of career progression is explored. The 
facets and importance of career progression are articulated. I then proceed to discuss 
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academic bullying, work-load management, recruitment bias and selection criteria, 
gender discrimination and typecasting, and less support from colleagues, as factors 
affecting career progression. The concept of mentoring and its process is explored. 
Furthermore, the benefits of mentoring to the mentors and the organisation are also 
discussed. In addition, mentor’s roles which include coaching, counselling, role modelling, 
parenting, mediating, and teaching are highlighted. The qualities that are expected of 
good mentors are examined. The phases of a mentoring relationship are presented, 
focusing on initiation, exploration, collaboration and consolidation. Factors that could 
possibly affect the mentoring process are examined. The chapter concludes by 
juxtaposing transformative leadership and mentoring.  
 
 Chapter Two: Phenomenological research design 
 
This chapter focuses on the research methodology. The study adopted a transformative 
research paradigm and qualitative research approach. Phenomenological research 
design was used in the study. Purposive sampling was used in selecting seven senior 
female academics from diverse faculties within the research site. Data was collected by 
means of one-on-one semi-structured interviews, with a pilot interview preceding the 
interview. On completion of the interview, it was transcribed verbatim and analysed using 
Creswell’s (2013) qualitative content analysis techniques. As posited by McMillan and 
Schumacher (2010) the research process conforms to the principles of dependability, 
confirmability, credibility and transferability in order to ensure trustworthiness of this 
qualitative research study.  The study also adhered strictly to the ethical considerations 
of the University of Johannesburg. 
  
Chapter Three: Senior female academics’ experiences of mentoring aspirant 
colleagues’ career progression 
 
Chapter Three provides an analysis and interpretation of the data collected. The following 
themes were elicited from the data: 
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1. Benefits of mentorship;  
2. Qualities of a good mentor; 
3. Challenges of female mentors in AAMP; and 
4. Factors affecting the mentoring process. 
These themes were discussed based on the excerpts from the data and the literature that 
buoyed the findings were used to complement the interpretation. 
Chapter Four: The way forward for female mentoring within AAMP 
 
Chapter Four presents the conclusions of the previous chapters. A summary on the 
research findings were highlighted. Based on the findings I advance for continuation of 
AAMP at UJ owing to its good practices and potency. I recommend consideration for the 
inclusion of additional good mentor qualities to be part of AAMP policy guidelines. I 
encourage critical reorganising of the training provided for mentors within AAMP. I also 
recommend that extra caution should be taken against mentor-mentee imposition. In 
addition, I advance for proposition of motivating and rewarding good work of the mentors. 
Recommendations for future research concludes the chapter. 
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CHAPTER ONE 
TRANSFORMING CAREER PROGRESSION THROUGH MENTORSHIP  
 
1.1 INTRODUCTION 
This study examined the synthesis of previous research conducted on important features 
of the research question, which was senior female academics’ experiences of mentoring 
aspirant colleagues’ career progression. I have organised the literature review by starting 
with a discussion of transformative leadership theory as the theoretical framework of the 
study. Transformative leadership theory is explored through Shields (2014), who suggests 
that for social transformation to occur, the tenets of humility, faith, hope, critical thinking 
and solidarity need to exist between leaders and followers. The conceptualisation of 
career progression, facets of career progression, importance of career progression and 
the factors affecting career progression are articulated. I then explore the proposition by 
researchers that mentoring to be used as a  tool to address the inadequate development 
opportunities and transfer of skills experienced among women, during their career 
progression. It further outlines the different components of mentoring, the benefits and 
the challenges thereof. This chapter concludes with the correlation between 
transformative educational leadership and mentoring. Leaders in the context of this study 
are the mentors and the followers are the mentees. 
 
 
1.2 TRANSFORMATIVE EDUCATIONAL LEADERSHIP: THEORETICAL 
FRAMEWORK FOR MENTORING 
The theoretical framework that underpinned this study was transformative leadership. 
Transformative leadership is tantamount to courageous leadership because it entails 
assisting others to grow and increase their abilities and when this is repeatedly done, it 
impacts on society (Simpson & Montuori, 2012). Transformative leadership originates 
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from Burns (1978) and has been advanced throughout the years by theorists such as 
Foster (1989), Quantz, Rogers and Dantley (1991), Shields (2009, 2011, 2013), Starratt 
(2011), and Blackmore (2011). This theory starts off fairly differently from former theories 
because neither the leader nor the organisation is the starting point, but rather scrutiny of 
the broader society and measurable truths (including inconsistencies and injustices) that 
impose upon the capability of people to be successful within an organisation and on the 
organisation’s capacity to achieve its aims. Therefore, in the context of this theory, if the 
goal in higher education for example, is to ensure that aspirant colleagues reach their 
career goals of becoming senior academics, it then becomes imperative to first 
understand the socioeconomic and cultural realities of the aspirant colleagues.  
 
Transformative leadership, as initially defined by Foster (1989), is a type of leadership 
that looks at the conditions in which one lives and decides how to alter those conditions. 
It therefore implies that this is a type of leadership that seeks to bring about change as 
viewed by Starratt (2004), who states that transformative leadership not only transforms 
but empowers. Transformative leadership entails recognition to start with serious 
consideration and examination of societal conditions and to progress from being tolerant 
towards taking action against injustice within organisations so that all participants equally 
benefit (Shields, 2010). In the view of Shields (2010), improving and creating an 
organisational environment that is socially, politically and culturally free from oppression 
is a vital responsibility of an educational leader as it creates the platform for equality 
among followers who aspire towards participating meaningfully in society. 
 
The contention of transformative educational leadership is seen by Shields (2010), as 
one which is exceedingly idealistic and very demanding in its application. Transformative 
educational leadership considers the inequities of society beyond the organisation and 
focuses on the internal organisational effects (ibid.). The test for transformative leaders is 
to make the unseen noticeable; not only to adjust to transformation, but to also query, 
criticize, and offer replacements to the dominance of the job market in almost every single 
aspect of life (Rushkoff, 2011). Nevertheless, regardless of the difficulty in practicing 
transformative leadership, Shields (2010) suggests that transformative leadership 
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application be incorporated before more potential leaders get misdirected, and before the 
world becomes irreparably damaged.  
 
Transformative educational leadership is embedded with various advantages. Everybody 
has the potential to be a transformative educational leader because it does not require a 
particular type of individual or require a specific position in any system (Montuori & 
Donnelly, 2018). Transformative educational leaders are open to change; they can 
interchange between positions of leadership and non-leadership, and they can grasp the 
concept of development and hierarchy (Stephenson, 2009). A transformative educational 
leader seeks to understand the daily realities of the individuals involved within 
organisations (Shields, 2011). It is leadership style that seeks to equally change the skills 
and effects of education and the injustices that exist between men and women in the 
broader society; it is the drive for promotion of social justice. Transformative educational 
leadership is a process of participation in which innovative partnerships are formed with 
others and change for reciprocal benefits that aims to improve society (Montuori & 
Donnelly, 2018).  In the context of this study, the purpose of transformative leadership 
theory application was to seek social justice for aspiring female academics who aim to 
attain senior leadership positions which have for decades been occupied by male 
academics.  
 
According to Pereira (2017), feminist transformative leadership is a process of changing 
structures, processes and systems to guarantee social justice, equality and equitable 
distribution of resources. It radically seeks to alter existing power imbalances that 
permeate each of the social, economic and political institutions. It is the key to challenging 
structural inequalities. Feminist transformative leadership is about social justice, about 
advocating for women and others who are marginalised and about attending to injustices 
(Wandia, 2010; Perumal, 2007). According to Shields (2014), transformative leadership 
theory can advance social justice as it is different from other leadership theories which 
start with either the leader or the organisation. Transformative leadership theory as 
espoused by Shields (2014, p. 326), starts with “an examination of the wider society and 
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the material realities (including disparities and inequities) that impinge upon the ability of 
individuals to succeed within the organisation’s ability to attain its goals”. 
 
1.2.1 Tenets of transformative educational leadership 
 
There are various tenets within the transformative educational leadership framework 
(Freire, 1970; Shields, 2014; Simpson & Montuori, 2012). The evolution of transformative 
educational leadership evolved from Shields when Miller et al. (2011) introduced the 
concept of Freirean leadership, which is a relevant model for transformative leadership. 
For the purpose of this study I focused mainly on the tenets demonstrated through the 
leadership concept of Paulo Freire which argues for radical social change rooted in 
humility, faith, hope, critical thinking and solidarity. Transformative educational leadership, 
as conceptualised by Freire (1970), is characterised by humility, faith in people, hope, 
critical thinking, and ultimately, solidarity.  
 
1.2.1.1 Humility 
 
Humility is displayed when leaders are continually open minded and do not take for 
granted that they know everything about how meaningful living and education may best 
take place (Miller et al., 2011). In the spirit of humility, transformative educational leaders 
are participatory leaders. Humility as one of the characteristics of transformative 
leadership contends against hierarchical leadership processes. Montuori and Donnelly 
(2018) opine that transformative educational leadership is a relational process where 
humility is demonstrated by leaders when they are ready and able to position themselves 
as followers when the situation calls for it. Transformative educational leaders therefore 
reduce discriminating power relations in their interactions with followers (Quantz, Rogers, 
& Dantley, 1991). These leaders know how to lead and follow, motivate but also listen, be 
critical but also insightful (Low, 2008). 
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1.2.1.2 Faith 
 
In the context of transformative educational leadership, faith is demonstrated when 
leaders believe in their followers. Transformative educational leaders gain faith from first-
hand understanding of the people they lead (Miller et al., 2011).  Faith is demonstrated 
when the leader is ready to discuss organisational issues with followers (Kaak, 2011). 
Transformative leaders have faith in those who have been previously disadvantaged 
(such as immigrants, black and/or poor people) and believe that they are capable of 
changing their reality (Miller et al., 2011).  It is an a priori requirement for   transformative 
educational leaders to believe in their followers before physically seeing who they are 
(Miller et al., 2011).  The faith that a leader has in followers enables her to establish a fair 
and democratic organisational culture (Weiner, 2003). It is for this reason that Shields 
(2010) encourages transformative educational leaders to be critical thinkers of 
educational viewpoints and the systems of governance. The capacity to critically question 
implies that transformative leaders are courageous, create healthy prearranged alliances, 
are not obsessed with having power and are fearless towards the mission of creating an 
environment for social justice. (Weiner, 2003). 
 
1.2.1.3 Hope  
 
Transformative leaders see hope as a possibility of a better life being attained. They see 
opportunities for growth and achievement as real. Transformative leadership attends to 
the educational needs of those who have been most disadvantaged in our communities 
as presently established and practised within the educational systems (Shields, 2009, 
2011). A transformative leader is basically one who is able to inspire hope in others to 
bring  about change because it is a leadership that produces leaders and not followers 
(Jahan, 2000). According to Simpson and Montuori (2012), courage, which connotes 
hope, is the most significant characteristic of a transformative leader as it is the 
requirement for doing the most difficult things, because they are the most just. Courage 
is the cause for growth beyond the selfish ego into the realm of action for the happiness 
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of others. In the spirit of transformative leadership tenets, hope is a continuous act of 
courage to guarantee equity and equality for everyone (Shields, 2010). 
 
1.2.1.4 Critical thinking 
 
This tenet as informed by Freire is seen when leaders and followers are aggressive in 
taking action to bring about transformation within oppressive organisations. It is 
suggested that to actively change the status quo of an organisation, critical thinking as a 
tenet of transformative educational leadership is required to take a stand and to critique 
or challenge the policy of the institution (Shields, 2009, 2011). Weiner (2003) notes that 
the repeated challenge for transformative leaders is the encounter of having to be a part 
of the same hierarchical and patriarchal organisation which they aspire to change. Critical 
thinking allows transformative educational leaders to bravely and effectively oppose 
practices of injustice and to be the voice for justice and change. 
 
1.2.1.5 Solidarity  
 
Leaders and followers stand in solidarity when they envision themselves as mutually 
connected with regards to their purpose. Together they form alliances to improve the state 
of affairs for the whole organisation (Miller et al., 2011). Solidarity as a transformative 
leadership tenet helps the leader to deal with a variety of contentious issues that hold 
back the progress of disadvantaged groups due to political and economic 
disempowerment (Wandia, 2010). Mutual connection among transformative leaders 
exhibit courage in creating and giving support to other leaders to so that they too may be 
heard and achieve success (Montuori & Donnelly, 2018). 
 
Freire asserts that centuries of human rights violations are responsible for the formation 
and existence of organisations that discriminate and belittle. Owing to the efficacy 
embedded in the tenets of transformative educational leadership, Miller et al. (2011) 
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advance for the adoption of the five key elements of Freirean dialogue for educational 
leadership. 
 
1.3 THE CONCEPT OF CAREER PROGRESSION 
A career is mostly understood as the outcome of an individual’s work experiences over 
time (Arthur, Khapova, & Wilderom, 2005). A career mainly signifies the arrangement of 
various work experiences encountered throughout an individual’s life (Callaghan, 2015).  
More comprehensively, it is the arrangement of work-related posts, responsibilities, 
accomplishments and realities encountered by a person during employment (Arnold, 
Barling, & Kelloway, 2001). Individuals have a choice to stay in one career throughout 
their life or may alternate across careers. Some professions have set criteria for attaining 
levels of success, such as labels defining a position, while others are adjudged by 
achievements. The term ‘career progression’ is interchangeable with terms such as 
‘career advancement’, ‘career trajectory’ and ‘career development’ as used by various 
academic scholars (Oriol, Brannagan, Ferguson, & Pearce, 2015; Rivera, Chen, Flores, 
Blumberg, & Ponterotto, 2007). 
 
Progression is the path or process of development (Oriel et al., 2015). Progression can 
look like a staircase, depending on the amount of preparation and effort to achieve one’s 
goals. Patiently waiting for progression opportunities to arise may lead to stagnation in a 
career, so it is important to have a career plan to prepare for upward career movement 
(ibid.). Academic careers operate within closed systems because it allows for employees 
to stay in one post for their entire life (Röbken, 2009), unlike other careers which allow for 
upward career movement over a period of time (Srour, Abdul-Malak, Itani, Bakshan, & 
Sidani, 2013). Achieving career progression is therefore a process that requires 
individuals to apply their mental capacity encompassed from experiences within the work 
space, allowing them to apply their knowledge in real life situations (Rivera et al., 2007). 
Furthermore, career progression is different for every individual as it is an exclusive and 
lifetime process which requires the ability to manage and interpret knowledge, labour, and 
changes in order to advance and contribute efficiently in the working environment. Career 
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progression that is prosperous enhances individual and financial happiness, allows 
flexibility and opportunities (Callaghan, 2015). Ultimately, the type of career progression 
experienced by an individual plays an important role in shaping the character and lives of 
individuals, as well as determining the type of contribution they are capable of offering to 
the world (Watts, 2017).  
 
Career progression is far from the benefits of getting a promotion but is about providing 
opportunities for employees to exude excellence and contribute meaningfully in attaining 
organisational goals. The opportunity for career progression within organisations exposes 
the attitudes of employees to their work and to their organisation. Pro-active organisations 
provide opportunities for employee career progression and employees who plan for their 
career advancement are able to develop themselves and make meaningful contribution 
to the organisation's ability to stay relevant (Merchant, 2010). 
 
For the purpose of this research, career progression is in relation to professionals within 
academia and their navigation within the university to manage learning, work and 
transitions in order to progress in their career from a junior position to a senior position so 
that they can participate commendably in work and society. 
 
1.4 THE FACETS OF CAREER PROGRESSION 
Two major facets of career progression are career knowledge and personal career 
guidance.  
  
1.4.1 Career knowledge  
 
The concept of career knowledge as defined by Stead and Watson (2006), refers to the 
education one has about the availability of career options. Career knowledge consists of 
the recurring encountered strategic and enlightened educational experiences of 
individuals which serve as the foundation for developing life skills in career organisation 
and competencies needed for one to understand who they are and the available 
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opportunities. Being a lifetime learner helps individuals to acquire career knowledge and 
success which provide opportunities for them to gain individual wealth and to compete 
internationally (Shirey, 2009). Career knowledge facilitates career progression and also 
aids access to various networks within an organisation which may help to accelerate 
career progression. Furthermore, it accesses training, which helps an employee to be 
competent in the workplace. An added benefit of having career knowledge is that it 
grooms individuals for the world of employment. In academia, Callaghan (2015) notes 
that the absence of career knowledge might hinder career growth.  
 
1.4.2 Personal career guidance 
 
Personal career guidance is the practice of providing a platform for individuals to evaluate 
who they are and what they want to achieve in life, while assisting them with skills to 
survive in the world of career employment (Callaghan, 2015). Moreover, personal career 
guidance provides personalised mediations which help individuals to add onto their career 
knowledge and to make decisive career plans (Shirey, 2009). Career guidance needs 
planning. Career planning is an important facet of career progression as it is a 
requirement for successful career growth (Shirey, 2009). Fourie, Schurink and Franks 
(2006) conceptualise career planning as a practical method of preparing for the necessary 
action required to achieve ones career goals based on a career diagnostic analysis of 
one’s growth and strategising towards making essential changes required for achieving 
success. Female academics specifically need to plan with caution as the reality of what 
they want to achieve may be debarred by their private lives (Fourie et al., 2006). Individual 
career progression is thereby impacted by changing circumstances experienced during 
one’s life time and needs to be reviewed repeatedly for career development to be 
achieved.   
 
1.5 IMPORTANCE OF CAREER PROGRESSION 
Career progression in an organisation is of fundamental importance. Donaldson (2010) 
explains that failure within organisations to provide career progression opportunities 
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impacts negatively on the organisation, as employees tend to resign if they are not 
challenged and fulfilled in their work. The Mayo Clinic website (2008) explains that if 
career opportunities are provided for employees they will aspire to advance their careers 
to the highest levels possible. Moreover, the aspiration for prominence, reputation and 
authority will keep employees focused. It is imperative that every organisation stimulates 
competition for advancement which can be achieved through the implementation of a 
career progression programme (Kaine, 2010). Werther and Davis (1992) suggest that this 
motivates positive organisational development which transpires into employee devotion, 
increased career fulfilment, less resignations, and less employee complaints. Further 
research indicates that amplified career opportunities are complemented by career 
efficiency, less non-attendance (Okurame, 2014), loyalty to the organisation (Mugo, 2011) 
and less conflict (Okurame, 2012). 
 
Career progression affects all aspects of organisational life (Muchanje, Njuguna, Kaai, & 
Bironga, 2016), allows employees to fulfil their career needs, and benefits the 
organisation by absorbing the majority of their experienced and skilled employees 
(Merchant, 2010). From all angles career progression has definite benefits to the 
organisation and is the driving force behind employee and organisational development 
(Ballout, 2009; Lunenberg, 2011; Mello, 2006).  
  
Lingham (2008) asserts that the principle of career progression is to advance and 
organize employees for greater accountabilities. Distinctive signposts in academia 
comprise the accomplishment of a stable position and senior academic status (Su, 2014). 
Achieving a doctoral degree in institutions of higher learning may lead to a permanent 
position which indicates the willingness of organisations to invest in employees who are 
enthusiastic about developing themselves and promoting organisational goals. The 
provision of career progression opportunities within organisations is therefore important 
as it may also lead to a rise in production and monetary profits for the organisation by 
investing in employees through career growth. “Perceived growth opportunities offered 
by an employer have been linked to higher job performance and lower turnover” (Kraimer, 
Seibert, Wayne, Liden, & Bravo, 2011, p. 489)  
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1.6 FACTORS AFFECTING CAREER PROGRESSION 
The progression of careers to date is still complicated by challenges which employees 
need to skilfully overcome so that they may accomplish career success (Callaghan, 
2015). Challenges to career progression are defined differently by researchers who 
address the difficulties encountered as factors that hinder employees from accessing 
growth (Maskell-Pretz & Hopkins, 1997), as a “glass ceiling” and “glass wall” (Powell & 
Graves, 2003), alternatively  as single, structural, and collective (Moorosi, 2010). In the 
context of this study the various factors affecting career progression will be discussed as 
follows: academic bullying, work-load management, recruitment bias and selection 
criteria, gender discrimination and labelling, and lack of support from colleagues. 
 
1.6.1 Academic bullying 
 
Academic bullying is viewed as long-standing hostile conduct which is practised secretly 
and openly within academic organisations. This mistreatment is practised against 
colleagues who do not retaliate as they feel threatened by the power of the senior 
colleague who perpetrates this hostile conduct. The hostile conduct manifests in racial 
mistreatment, ostracism, and hidden and blatant practices of racism as it relates to the 
professional competency and general organisational atmosphere (Frazier, 2011). 
Academic bullying has a long-standing negative impact on colleagues who are on the 
receiving end of this mistreatment. Research indicates reduced competence, amplified 
non-attendance, higher job losses and ill health, negatively impact on the organisational 
image and reduces job fulfilment among personnel (Matthiesen & Einarsen, 2010; Salin, 
2011). Academic bullying therefore hinders the career progression of employees. 
 
1.6.2 Work-load management 
 
Globally, the majority of women in academia frequently encounter more obstacles to their 
career progression than their male colleagues as they are forced to enact multiple roles 
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involving not only work activities, but that of child-rearing and home-making (Maurtin-
Cairncross, 2014). Women have mentioned difficulties with balancing activities (Sobehart, 
2008) and these difficulties experienced by some women, as indicated by Coleman 
(2012), are similarly experienced by academic men who shoulder significant levels of 
caretaking responsibilities at home. These men confirm experiencing similar bias against 
them from the more traditional male decision makers who question the appropriateness 
and ability of women in leadership roles to carry out their responsibilities at the same level 
of competence as their male counterparts (ibid.). 
 
To progress, women may have to conform to masculine values and norms such as 
working unsociable hours to keep up with demands of publishing research, 
administration, marking and teaching preparation. Misra, Lundquist, Holmes and 
Agiomavritis (2011) found that men and women reported dedicating a similar amount of 
time to do their jobs, but women spent more time teaching, mentoring and participating in 
services for the university than their male colleagues. While on the surface this seemed 
to be a personal choice, women felt more pressure to engage in other activities than their 
male colleagues. Thus, women were pulled away from work (i.e. research) that would 
advance their careers and pushed to other tasks that have been described as women’s 
work or institutional housekeeping (Terosky, O'Meara, & Campbell, 2014). Various 
academic accomplishments are not acknowledged in universities and career progression 
can become “disproportionately associated with one measure of research output: the 
publication of journal articles” (Mbali, 2010, p.4). 
 
Women in academia experience added pressure. The unremitting search for research 
projects is a noteworthy barrier for both men and women but more specifically for females 
who view academia as smothering, solitary and unnecessarily competitive (Rice, 2012).  
Adding to the pressure of enacting multiple roles, teaching allocation is often not fair as 
female academics expend additional time teaching than male academics, while males 
expend more time on research than females (Link, Swann, & Bozeman, 2008). 
Academics are inhibited by a number of organisational factors which impacts on their time 
to engage in activities they prefer. A number of studies indicate time constraints as an 
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impact to work-load management within academic organisations (Reynolds, 2003; 
Jacobs & Gerson, 2004; Reynolds & Aletraris, 2006).  
 
Moreover, the qualifications and high-ranking status of males in academia ensures they 
are privileged with regards to time as they have less time constraints compared to women 
who are in the lower ranks of the educational hierarchy (Winslow, 2010). Time constraints 
in academia are mainly based on how time is allocated for teaching which is the load 
required of every academic. Academics who are overburdened with teaching classes are 
more disadvantaged as they have less time for research work which is a vital prerequisite 
for career progression (Fox, 1992). The teaching work-load makes a difference to the 
available time of each faculty member. Research supports that female academics 
generally have more teaching responsibilities (Hart & Cress, 2008), as well as 
responsibilities of mentoring (Bird, Litt, & Yong, 2004). This creates an imbalance and 
makes management of their work-load more challenging for women. 
 
Furthermore, the unfair teaching allocations between male and female academics are 
expounded by the fact that male academics generally get to teach courses in which the 
enrolment numbers are less (Hart & Cress, 2008). This biased practice results in female 
academics being further burdened with the responsibility of teaching larger classes which 
has an impact on the management of their work-load (ibid.).Thus, the career progression 
for women in academia is likely to move at a slower pace if the work-load is not efficiently 
managed.  
 
1.6.3 Recruitment bias and selection criteria  
 
Due to the Apartheid legacy in South Africa, the majority of personnel in historically white 
institutions would have been either from Afrikaans or English race, therefore ethnicity still 
has a role to play in securing leadership positions in South African universities since there 
are more previously white institutions of higher learning (Sobehart, 2008). However, 
affirmative action and employment equity policy attempts have been weakened by the 
gap between theory and practice. This is because implementation is hindered by the 
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perception that affirmative action is addressing racial rather than gender inequalities 
(Booysen, 2007). The problem of recruitment bias and selection criteria is not unique to 
S.A. In Europe, the Irish government recently publicized a new strategy in 2018 to address 
the shortage of female academics in universities by creating female-only professorship 
posts across its institutions of higher learning (Fox, 2018). The aim of the Minister of 
Higher Education in Ireland is to secure female professor positions by 2024, in order to 
promote gender equity at a senior academic level. 
 
Women academics are presently undervalued due to unfair recruitment criteria which 
place emphasis on the number of published articles and books and their impact. The 
criteria ignore other professional activities like teaching, which is an activity women 
academics are more actively engaged in than men (Huzum, 2016). Unfair recruitment 
criteria disadvantages women as they struggle to secure grants due to their lack of 
published work;  with less published work, they are unable to get funding which can result 
in them having an unimpressive publication track record compared to their male 
counterparts (Gardiner et al., 2007).  
 
Selection criteria adversely affects the academic fields in which women are best 
represented and penalises those who, for objective reasons, have much less time for 
research due to teaching and home activities (most of these being women) (Huzum, 
2016). Criteria seems to be biased against women as it  favours aggressive people 
(mainly men) and encourages scientific misconduct e.g. cheating the system by creating 
networks of citations for increasing the impact of an article or of a journal while the 
modest, gentle and honourable people (predominantly women) are penalised (Huzum, 
2016).  
 
Sexist and racist structures within university systems at many levels continue to be 
obstacles in the hiring, retention and promotion of female academics (Costello, 2015). 
Research conducted by Macarie and Moldovan (2015) indicates gender segregation in 
institutions of higher learning still prevails, as female academics are less likely to obtain 
a full-time job which could lead to a permanent position and are more often found in part-
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time employment. Previously, acquiring a PhD was not a compulsory requirement to an 
academic career but it has become so in most fields, with promotion committees also 
searching for the vital experience of publishing research and teaching as vital criteria 
(GroundUp, 2015). It is noted by doctoral students that those female professors who are 
successful, generally do not have children and tend to display male characteristics of 
effectiveness and hostility (Rice, 2012). However, research findings in the science faculty 
indicate that there are a higher number of female PhD students than male who do not 
want to follow an academic career path because they find the working conditions 
unattractive (Rice, 2012). Low research productivity is detrimental to career advancement 
into a senior academic position, which is unfortunate for many women who may slow their 
career advancement due to childcare responsibilities which takes away time from 
research activity. 
 
1.6.4 Gender discrimination and typecasting 
 
Huzum (2016) states that women in academia are more likely to have their work 
systematically under-valued due to inescapable biases encountered; for example, in 
evaluation of peer reviews, interviewing, hiring, contracts and grant funding. A study 
showed that despite both genders having similar qualifications, letters of recommendation 
for applicants in academia favoured men over women as words used to recommend male 
applicants had significantly more stand out adjectives and included more ability words 
and less grindstone words (hard-working, conscientious) compared to the letters written 
for women applicants (Schmader, Whitehead, & Wysocki, 2007). A similar study by 
Madera, Hebl and Martin (2009) indicated that letters of recommendation for men were 
allocated by the stereotypical gender norms as “natural born leaders” and were agentic 
rather than communal in character and behaviour. This study concluded that communal 
characteristics had a negative relationship with hiring decisions in academia. In addition, 
male writers are generally regarded as more of an asset than female writers for 
investment and collaboration because of their research interests (Knobloch-Westernwick, 
Glynn, & Huge, 2013).  
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Some typecasts assert that women are constitutionally incapable of being leaders as they 
are extremely gentle and kind and unable to make tough decisions (Bassett, 2009). Added 
to this, the media propagates gender typecasts which illustrate biased gender roles and 
portrays the biased view of women lacking leadership ability (Young Shin & Bang, 2013). 
The familiar assumption that male leadership styles are the only suitable methods for, 
leadership is influenced by the past system of patriarchy whereby men dominantly held 
leadership positions with the belief that their leadership style was the best and only way 
(Bassett, 2009).  
 
According to Krawczyk and Smyk (2016), the number of female researchers in the 
European Union have increased dramatically but gender imbalances remain, 
outstandingly in the science faculty (Krawczyk & Smyk, 2016). Discrimination is evident 
in the grant and funding issued to women scientists which is relatively less compared with 
males in the science field (Ledin, Bornmann, Gannon, & Wallon, 2007). Further 
discrimination is blatantly observed in the awards achieved by males in the science, 
technology, engineering and mathematical (STEM) fields which are not in proportion to 
candidates and their academic position (Lincoln, Pincus, Koster, & Leboy, 2012). 
 
1.6.5 Lack of support from colleagues 
 
The lack of senior female academic role models disadvantages junior women in reaching 
more senior positions (Gardner, 2007), as there is no support from the old/experienced 
girls club (Maurtin-Cairncross, 2009). Post-tenure academic staff also receive less 
support from their institutions (mentoring, targeted internal grants) and are expected to 
engage in more institutional service than during their pre-tenure years (Baldwin, DeZure, 
Shaw, & Moretto, 2008). A survey of male and female academics revealed that there were 
more females in universities that lacked access to informal networks which provided 
career progression advice on applying for research grants, information about procedures 
involved in applying for promotion, etc., and therefore women were isolated as they were 
not part of the ‘boys club’ (Gardiner et al., 2007). Generally, women and in particular, 
African women leaders, are required to meet the demands of their positions in 
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unaccustomed and aggressive organisations with almost no guidance. At times, women 
feel overwhelmed and refuse to expose themselves to these harsh conditions (Sobehart, 
2008).  
 
1.7 MENTORING CONCEPT 
The concept of mentoring originates from Homer’s mythical story of “The Odyssey” 
whereby the King of Ithaca instructs his servant (mentor) to look after his royal household 
and son, Telemachus (Baker, 2002). The servant (Athene) agrees and becomes a parent, 
friend, sounding board, teacher, role model, and guide to Telemachus, to whom he gives 
reassurance and support. It is from this story that the word “mentor” resulted, due to the 
wisdom and advice given by Athene to Telemachus (Ehrich, 2013). The common 
definition of what it means to be a mentor as illustrated in the story of “The Odyssey”, is 
represented as someone who is mature (mentor) who shelters, promotes, leads and 
educates a novice individual (mentee) in various facets of life (Ehrich & Hansford, 1999). 
 
Traditionally, the concept of mentoring is the practice of a knowledgeable person (the 
mentor) giving direction to an inexperienced person (the mentee or protégé) in the growth 
of their ideas, education, and expertise (Klinge, 2015). Over decades, mentoring has 
been considered an essential organisational learning activity that can be administered in 
various contexts and has been applied to scaffold emerging potential leaders including 
nurturing organisational talent so that they remain loyal to the organisation (Ehrich, 2013). 
 
In universities, the concept of mentoring was introduced in 1998 in an effort to deal with 
the shortage of senior female academics in leadership posts and was chosen as an 
approach to improve the collaboration and research output of women (Gardiner et al., 
2007). Mentoring entails giving support to colleagues so that they may reach their 
aspirational gaols in life (Clutterbuck, 2014). An organisational viewpoint of mentoring 
encompasses mentoring as a development strategy aimed at promoting the 
organisation’s image, aims and standards, and the employees’ individual desires 
(Petersen, Grümmer, Jendrossek, Sauerwein, & Schara, 2018). 
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A contemporary definition of mentoring is conceptualised as guidance which is offered by 
an expert who is able help a person who needs development in their career, personal or 
professional lives (Iversen, Eady, & Wessely, 2014). It accelerates more inclusive career 
development opportunities (Steinmann, 2017). Bozeman and Feeney (2007) define 
mentoring as “a transmission of knowledge, social capital, and psychosocial support that 
is related to work” (p. 733), while Jonson (2002) describes mentoring as multifaceted and 
demanding “the skills of a teacher, counsellor, friend, role model, guide, sponsor, coach, 
resource, and colleague” (p. 9).  
 
A mentor is therefore a person who has the ability to assist in the transformation of others 
as they are knowledgeable about how to assist in the growth of others (McKimm, Jollie, 
& Hatter, 2007). Mentoring, unlike coaching, which focuses on maximising performance, 
is broader and holistic in focus as it encompasses an individual’s overall life development 
(Hansford, Ehrich, & Tennent, 2003). Within academia mentoring should not be confused 
with supervisory relationships. Iversen et al. (2014) argue that supervisory relationships 
unlike mentorship relationships have limited freedom of expression in which the 
supervisor is the research expert with the final word. 
 
For the purpose of this study, I adopted the higher education definition of mentoring as 
conceptualised by Anderson (1987). Anderson (1987, p. 40) presents a definition in an 
academic setting, stating that mentoring is “a nurturing process in which a more skilled or 
more experienced person, serving as a role model, teaches, sponsors, encourages, 
counsels, and befriends a less skilled or less experienced person for the purpose of 
promoting the latter’s professional and/or personal development”. 
 
1.8 THE PROCESS OF MENTORING 
Mentoring programmes are initiatives involving the process of mentoring which are   
intended to build relationships between mentors and mentees. Mentoring is a “complex 
process involving not just guidance and suggestion, but also the development of 
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autonomous skills, judgements, personal and professional mastership, expertise, trust 
and self-confidence over the mentoring time period” (Breipohl & Hamburg, 2011). Official 
mentoring activities are produced as progressive mediation by institutions. Relationships 
in a mentoring programme are structured and guided by policy. The mentor and the 
mentee within these programmes are expected to have a clear understanding of where 
they are moving in terms of the organisational goals. 
 
The process of mentoring may be viewed in the light of three models – the apprentice, 
competency and reflective models which are all designed to aid the mentoring process. 
In these three models there is participation by both the mentor and the mentee. The 
apprentice model allows the mentee to study the mentor and to acquire knowledge from 
the mentor’s actions. The competency model permits the mentor to provide the mentee 
with organized comment about performance and development. The mentor assists the 
mentee to become an insightful expert in the reflective model (Wong & Premkumar, 2007). 
In the process of mentoring the person who benefits is generally named as the mentee, 
but many researchers have cautioned that mentoring relationship is reciprocal (Hansman, 
2002). Similarly, Wong and Premkumar (2007) agree that mentoring has mutual benefit 
as it is a planned, encouraging and perceptive process that provides a potent 
development experience for all involved.  
 
Zachary (2000) points out that mentors, in addition to their expertise and experience, 
need to be familiar with specific process skills that can facilitate the mentoring process. 
This process includes developing critical thinking, reformulating statements, summarising 
skills, listening for silence and providing authentic feedback. Due to their experience and 
accumulated insights, mentors can guide a mentee’s sense of the possible. Modelling 
behaviour and sharing stories help to inspire and inform the mentee. By fostering 
reflective practice, the mentor helps the mentee to take a long view and create a vision 
of what might be. Reflective practice should be encouraged during and after the 
mentoring relationship (Wong & Premkumar, 2007). 
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1.9 MENTORING BENEFITS  
Past research describes mentoring as “the giving and receiving of wisdom within a web 
of relationships” (Huang & Lynch, 1995, p. 2). This description in reflection acknowledges 
the collaborations formed with mentors through which their years of experience are 
shared with others who receive and then pass it onto the next generation. The reality of 
mentoring is that it is a collaborative process of mutual benefit (Baker, 2002; Johnson, 
2007). Mentoring accelerates more inclusive career development opportunities. There are 
many benefits associated with mentoring for mentees, mentors and the organisation 
(Ehrich, 2013). For the purpose of this study, the benefits of mentoring for the mentors 
and the organisation will be highlighted.  
 
1.9.1 Mentor benefits  
 
There are mentoring benefits that mentors could derive from the mentoring process. 
Mentoring benefits to mentors include learning partners, knowledge, skill enhancement, 
cognitive rejuvenation, feedback, expanded awareness of environment, creativity, and 
sense of purpose and fulfilment. 
 
1.9.1.1 Learning partner 
 
One of the benefits of mentoring for the mentors is the opportunity to learn from their 
colleagues. Bozeman and Feeney (2007) view formal mentoring programmes as “sowing 
the seeds of relationships, many of which flower into useful and productive mentor 
relationships” (p. 733). Mentoring gives the mentors the opportunity to discuss specialized 
matters, and also to share specialized knowledge and hear different opinions about 
specialized topics (Geber & Nyanjom, 2009). This indicates that a mentor may not be fully 
competent in all the skills and knowledge required for mentoring, however, she can learn 
to complement her mentoring skills from her interaction with other mentors. For example, 
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mentors get to discuss professional issues amongst themselves during which they share 
personal mentoring experiences which then lead to their learning from each other.   
 
1.9.1.2 Knowledge 
 
Mentors benefit by gaining knowledge during the process of mentoring. Olabiyi (2013) 
opines that mentors experience an improved awareness of their own learning gaps as 
they progress in the mentoring process. The primary benefit referred to by mentors is the 
knowledge they accumulate from the mentoring partnership (ibid.). Stimulating the 
mentees mental capacity through inspiring tasks and allowing for a close alliance brings 
to the mentors’ attention the latest innovations in research and also inspires mentees to 
exchange ideas about matters encountered among their age group (Gentry, 2009). This 
shows that despite the fact the mentors are knowledgeable, the also gain new knowledge 
from the interactions with their mentees. 
 
1.9.1.3 Skill enhancement 
  
Through the mentoring process, mentors are able to improve their leadership, 
organisational and communication skills. Within mentoring programmes, mentors are 
afforded the opportunity to advance their skills in networking, reflection and facilitation 
(Gardner, 2007). Beltman and Schaeben (2012) similarly state that mentors do enhance 
their personal development skills such as confidence enhancement, gaining a sense of 
pride or responsibility and developing empathy. These skills aid the mentors to be 
effective in the mentoring process.  
 
1.9.1.4 Cognitive rejuvenation 
 
Mentors get to experience the added benefits of being cognitively stimulated and self-
fulfilled from participating in the mentorship (Thurston, Navarrete, & Miller, 2009). The 
interactions between the mentors and also with their mentees, give birth to cognitive 
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rejuvenation. Stower and Barker (2010) observed that interactions with mentees are 
capable of developing new ways of thinking that can have positive impacts on their 
environment. 
 
1.9.1.5 Feedback 
 
The feedback given to the mentors during the mentoring process aids mentors’ 
effectiveness. McKimm et al. (2007) opine that the idea of setting aside a specific meeting 
to appraise the mentoring process whereby the mentor can receive feedback on whether 
or not the mentoring process is succeeding, makes the mentor more professionally 
proficient. The primary benefit of mentor feedback within mentoring programmes is to 
improve the mentor’s performance and to guide scholar training activities provided by the 
mentor (Anderson, Silet, & Fleming, 2012). 
 
1.9.1.6 Expanded awareness of environment 
 
Through mentoring, mentors are able to develop up-to-date organisational and 
professional knowledge that is required for their institutional awareness. According to 
Thurston et al. (2009), successful mentoring programmes can help novice mentors  by 
training them about the rules and organisational policies of the university and by assisting 
them to create networks for teamwork. Having a network of collaboration with other 
mentors can expand mentors’ awareness of their environment. 
 
1.9.1.7 Creativity 
 
Mentoring is a vibrant activity which involves creativity from the mentors for positive 
growth to occur (Ramage & Henderson, 2009). Mentors stimulate creativity by inspiring 
the mentee to be innovative in their thinking, assisting mentees in decision making and 
problem-solving skills, mutually approving plans of action and other monitoring 
developments (Rashid & Rahman, 2014). Creativity generated by mentors helps the 
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mentees to be able to navigate through their role in the organisation and new challenges 
that may come their way.  
 
1.9.1.8 Sense of purpose and fulfilment 
 
Mentors gain fulfilment through seeing their mentees grow and succeed. Investing in the 
success of mentees earlier in their career development provides opportunities to fill the 
need to develop the next generation (mentees) as postulated by human development 
theorists (Okafor & Obayi, 2014). In mentoring the success of a mentee is the success of 
the mentor (Clutterbuck, 2014). Through mentoring, mentors extend their contribution to 
the mentees; the effects of mentors’ work become multi-generational and in some ways 
immortal (Johnson, 2015) which gives the mentors a sense of purpose and fulfilment.  
 
1.9.2 Organisation benefits 
 
Mentoring has proven to harvest numerous benefits for organisations and has therefore 
inspired a great number of learning organisations to follow suit in the hope of also gaining 
the same rewards (Geber & Nyanjom, 2009). The major benefactor of effective mentoring 
is the organisation as benefits experienced by both the mentor and mentee collectively 
provide advantages to the organisation, resulting in more faculty who are highly 
productive, creative, satisfied and committed to their organisation (Bland, Taylor, Shollen, 
Webber-Main, & Mulsahy, 2009). Notably, for an organisation, mentoring increases 
retention of staff, stronger individuals offering higher quality performances, greater 
organisational commitment, and increased research income and publication rates. 
 
1.9.2.1 Increased retention of staff 
 
Well mentored academic staff are not likely to easily resign and during their contract are 
inclined to display good human relations (Johnson, 2015). Universities, through the 
assistance of mentors, are able to retain a noteworthy yield on investment as women who 
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are mentored have been proven to stay (Okafor & Obayi, 2014; Klinge, 2015). Employees 
are willing to stay as the mentors play a role in helping them to adjust to the unfamiliar 
organisational environment (Okafor & Obayi, 2014). Frazier (2011) notes that mentoring 
could be a development strategy used to increase and retain the number of black staff in 
predominantly white organisations.  
 
1.9.2.2 Stronger individuals offering higher quality performances 
 
Mentoring encourages personal development and work-based learning programmes 
(Okafor & Obayi, 2014) and has fast-tracked the careers of junior academic women by 
means of enhancing their publication productivity and eventually resulting in career 
progression for most mentees (Gardiner et al., 2007). Smith and Crawford (2007) 
reported that black female professors with mentors “have exhibited greater productivity 
as leaders in professional associations, received more competitive grants, and have 
published more articles in their fields” (p. 262). Mentoring on the whole makes a positive 
contribution to the individual and professional growth of the mentee (Garr & Dewe, 2013) 
and helps to retain top talent (Johnson, 2015). Mentoring helps in identifying potential 
more effectively (Okafor & Obayi, 2014) and this in return helps boost high quality 
performance. 
 
1.9.2.3 Greater organisational commitment 
 
Mentoring helps to fast track the induction of new staff and mentees who interact with 
senior colleagues tend to contribute more effectively to organisational knowledge (Okafor 
& Obayi, 2014). Mentoring supports organisational change. Former mentees are 
generally inclined to commit towards mentoring other junior staff (Johnson, 2015). 
Through mentorship, black staff in academia are afforded the opportunity experience 
organisational warmth from staff members due their relationship with the mentor and this 
may lead to the formation of partnerships and ultimately professional development which 
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may not easily occur as compared with black staff who are not exposed to mentors (Lloyd-
Jones, 2014). 
 
1.9.2.4 Increased research income and publication rates 
 
Thurston et al. (2009) note the benefits of mentoring programmes in universities, which 
include: “a stronger presence in research and funding and scholarship, a more dynamic 
teaching cadre, and an academic team interested in learning, contributing, and growing” 
(p. 414). Accelerated Mentoring Programmes have proven to provide substantial benefits 
in terms of retaining staff and higher publication rates, with mentees drawing in higher 
research income and increased high-ranking publications (Gardiner, 2007). 
 
1.10 ROLE OF MENTORS 
The primary role of mentors is to facilitate the career development of mentees (Johnson 
& Ridley, 2004). The role of mentors is diverse and complex as it entails being a facilitator, 
guide, role model and partner to the mentee. These different roles may change with time 
as the mentor/mentee relationship develops and may require the mentor to use different 
strategies in accordance to the requirements and objectives of the mentee within specific 
contexts and situations (Darwin & Palmer, 2009). When one considers what is required 
of a mentor, the contribution of mentors to organisational development should not be 
taken for granted as it carries enormous responsibility. In an educational setting, the roles 
of mentors are highlighted below: 
 
(a) Encouraging reflection: One of the roles of mentors is to encourage critical reflection. 
At the end of each mentoring activity, a mentor is expected to observe a critical, deliberate 
and conscious reflection of the mentoring experience with the purpose of unravelling the 
learning that transpired (Ghosh, 2013).  
 
(b) Coaching: The role of coaching the mentee occurs when necessary and is targeted at 
accentuating the mentee’s work survival skills which is a prerequisite for successful 
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career progression (Ghosh, 2013). Through coaching, the mentors enhance their 
mentee’s human relation skills which are vital for the building of networks and 
collaboration. As part of coaching, Clutterbuck (2004) suggests that mentors may 
demonstrate difficult tasks for the mentee. 
 
(c) Counselling: It is the responsibility of mentors to provide wise counsel which will 
facilitate the personal and professional development of mentees (Johnson & Ridley, 
2004). Mentors perform the role of counsellor when they give specialised support to 
mentees who are distressed (Ehrich, 2013). Clutterbuck (2004) states mentors who 
counsel help mentees to take responsibility for their decisions. Therefore, counselling 
provides employees with the opportunity to decide who they are and what they want to 
achieve within the organisation (Merchant, 2010). Good mentors recognise that they may 
not always be able to help mentees and should therefore, in such situations, refer the 
mentee to an alternate professional for assistance (Johnson & Ridley, 2004).   
  
(d) Role modelling: Mentors are professional role models within organisations. It is 
expected that mentors should exemplify what it means to lead by example in terms of 
being principled, accountable, and considerate. This is where the mentee learns from the 
mentor through observation (Hezlett & Gibson, 2005). Good role modelling serves as an 
inspiration to mentees to be and do their best. 
 
(e) Being a fellow learner: Mentors play the role of a learning partner to the mentee within 
the mentoring process. The expectation of a mentee is to be a trusted partner, or 
advocate, who works with (not for) the mentee and on behalf of the mentee’s best 
interests and goals. They could potentially sponsor development opportunities or merely 
connect individuals within their network (Steinmann, 2017). 
 
(f) Parenting: Mentors are seasoned professionals who are more familiar with the signs 
of danger and should therefore be willing to protect their mentees (Johnson & Ridley, 
2004). The role of parenting entails protecting the mentees from potentially damaging 
contact with others (Ghosh, 2013) and from career threats in the form of bureaucratic 
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entanglements, conflict with colleagues, hostile criticism, assignment sabotage and poor 
decision making by the mentee (Johnson & Ridley, 2004). Mentors also play the parenting 
role when they offer wisdom and guidance, but also have the ability to stretch and 
challenge mentees in pursuit of their dreams. Mentors serve as a parent by providing 
empathy, candour, openness and honesty (Ghosh, 2013).  
 
(g) Mediating: Mentors serve as mediators in the mentoring process by being caring, 
thoughtful and humane facilitators who provide access to people, places, experiences, 
and resources outside the mentee’s routine environment (Darwin & Palmer, 2009). 
Mentors can mediate mentees by accessing their academic and university resources, 
providing information or finding information about resources (faculty, staff, academic 
support services, student organisations) and how to use these resources (Ghosh, 2013). 
 
(h) Teaching: Mentors are required to teach in order for mentees to learn. It is suggested 
that mentors need to take time to give direct and explicit instruction to the mentees 
(Johnson & Ridley, 2004). Training is a structured process of teaching whereby a mentor 
focuses on developing the skills, knowledge, and attitudes required to complete a task or 
perform a job (Ghosh, 2013). Good mentors empower their mentees with strategies for 
managing conflict, coach them on setting short and long-time goals, and they also teach 
mentees how to be professional (Johnson & Ridley, 2004).  
 
1.11 QUALITIES OF A MENTOR 
It is good practice for a mentor to understand what is expected in terms of their behaviour, 
as mentor experience accumulated over the years will not assist the mentorship if the 
mentor lacks the qualities required to build a successful relationship (Galbraith, 2003). In 
understanding what good mentoring skills entail, mentors are able to determine the gap 
between who they are with regards to character description and what they should aspire 
towards (Geber & Nyanjom, 2009).  Mentor behaviours should contribute effectively to 
positive and evolving mentoring relationships. Primarily in literature, the ability to listen, 
question and offer productive criticism are emphasised as important social qualities that 
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form the foundation of mentor behaviour (Galbraith, 2003; Ramaswani & Dreher, 2007). 
These behaviours have the greatest potential for producing mentee learning. Undertaken 
research as cited in McKimm et al. (2007), revealed that good mentor qualities can be 
rated as below. One should note however that there is limited literature on mentor qualities 
and the few studies that have done so, do not appear to provide consistent results 
(Gentry, 2009). 
 
1.11.1 Ability to give feedback 
 
Effective learning is dependent on feedback (Taylor & Furnham, 2005). For transformation 
to occur mentees need to understand their reality and need guidance to effect change. 
One of the most frequent complaints given by mentees is that mentors fail to return drafts 
of reports, proposals, or scholarly work in a timely fashion (Johnson & Ridley, 2004). The 
motivation for feedback is to achieve collaboration and to inspire genuine curiosity from 
the mentee towards learning and development. Normally, feedback inspires a more 
favourable environment for interchange if the mentor uses the slightest of critical feedback 
(Cohen, 1995).  The mentor must, however, be honest and accurate where the 
circumstance permits. When feedback is helpful and open-minded, it should be sensibly 
received by the mentee. 
 
1.11.2 Listening skills 
 
Listening is the most basic mentoring skill which is the foundation for all other skills 
required from mentors (Phillips-Jones, 2003). A mentor’s ability to listen well has been 
quoted as one of the most wanted qualities that mentees search for in a mentor (Jonson, 
2008). Good listening skills open the way for communication between the mentor and the 
mentee and is a sign of whether or not the mentor has an honest interest in the mentee 
(Cohen, 1995; Klasen & Clutterbuck, 2002). An additional advantage to being a good 
listener is the building of trust which allows for honest conversation and analysis of private 
experiences within the workplace. When mentors display good listening skills they focus 
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on what the mentee expresses, demonstrate nonverbal signals such as smiling, 
affirmations, and physically look at the mentee while giving the mentee  verbal signals 
through rephrasing, requesting clarity and admitting that they are listening (Jonson, 
2008). This indicates that active listening is more than just hearing; it is about trying to 
empathise with the mentee about their situation by attempting to understand what they 
are trying to narrate. Listening is therefore an essential ingredient in a relationship where 
learning is to take place. 
 
1.11.3 Questioning skills 
 
Asking the right questions in a mentoring relationship is essential. An important mentor 
quality is the ability to ask the mentee questions that will provide the mentor with the    
necessary information required to help develop the mentee (Cohen, 1995). A good mentor 
should therefore ask well-planned questions during the mentoring dialogue. The benefit 
of asking the right questions is that it gives clarity and establishes reciprocated 
understanding (Klasen & Clutterbuck, 2002). For significant dialogue to transpire between 
the mentor and the mentee, it is expected of experienced mentors to direct conversations 
in a manner which draw out specific information required for the mentees’  development. 
Mentors should master the techniques required to asking carefully planned questions by 
learning to question mentees in an unintimidating manner, displaying curiosity and 
concern, and giving mentees sufficient time to clarify situations (ibid.). 
1.11.4 Fostering Mutuality  
 
The efficiency of mentoring relationships is reliant on the nature of the connection 
between the mentor and mentee (Ehrich, 2013). The success of mentoring lies in the 
quality of the relationship (Steinmann, 2017) and, therefore, for mentoring to be of mutual 
benefit, mentoring partnerships should be completely intentional and not enforced. Both 
mentors and mentees need to respect the relationship by understanding the parameters 
guiding the relationship so that confidentiality does not become an issue (McKimm et al., 
2007). Mentoring relationships work well when there is mutual understanding that the 
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benefits are reciprocal. The lack of mutual understanding between the mentor and the 
mentee may lead to a mentoring mismatch in expectations and sets the pace for a difficult 
relationship (Ehrich, 2013). 
 
1.11.5 Professional skills 
 
In understanding the qualities of a good mentor, it is important for mentors to understand 
unprofessional practices they should not be doing. Mentors are not supposed to be 
untrustworthy, overlook impolite or negative behaviour, display condescending attitudes 
towards a mentee, pressure the mentee into taking any action, abuse or take the mentee 
for granted, be unreliable, become a burden, or breech confidence except in situations of 
possible injury to the mentee or to other people (Brewer & Brewer, 2016). Chopra and 
Saint (2017) advice that mentoring malpractices which are easy to commit by mentors 
who are in a dominant position in the relationship, should be avoided. Furthermore, 
nothing destabilises and diminishes a mentorship faster than an emotionally 
unpredictable or over-reactive mentor (Johnson & Ridley, 2004). Finally, one of the most 
salient traits an excellent mentor should display is to refuse to short change a mentee 
(ibid.). 
 
1.12 PHASES OF MENTORING RELATIONSHIP  
A mentoring relationship is a particular type of relationship between two individuals 
whereby the one has more skills (the mentor) and the other less skills (the mentee) 
(Haggard, Dougherty, Turban, & Wilbanks, 2011; Ragins, 2012). A mentoring relationship 
is also described as an exclusive connection through which mentees receive specialized 
support from mentors to aid development of skills required for career progression to occur 
within an organisation (Chandler, Kram, & Yip, 2011). Career improvement and career 
routes form the basis of relationships within a mentorship (Rouse & Humberd, 2013). 
Rowley (2006) outlines the four phases of a mentoring relationship which are initiation, 
exploration, collaboration and consolidation.  
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1.12.1 Initiation  
 
The initiation phase is the start of a mentoring relationship. In this phase the mentors and 
mentees meet for the first time to establish the relationship. Zachary (2000) suggests that 
before the introductory meeting, the mentor should reflect on their reason for agreeing to 
be part of the relationship, evaluate their capacity to give mentor support, and establish 
what knowledge they may require to be able to assist the mentee. At the start of the 
initiation phase, the mentor and the mentee may not be familiar with each other so as to 
be able to ascertain what they have in common and also will not know from the start the 
qualities that they need to role model (Rouse & Humberd, 2013). Transformative 
educational leadership as espoused by Miller et al. (2011) state that prior to this meeting, 
the mentor should already believe in the mentee before seeing and knowing who they 
are. 
 
1.12.2 Exploration 
 
In this phase it is the responsibility of the mentor to launch the relationship. The mentor 
is expected to nature the relationship and to give clear guidelines on the direction to be 
taken in helping the mentee to advance in their career. To accomplish this, the mentor 
needs to ask the mentee carefully planned questions and must discuss with the mentee 
the plan for progress (Rashid & Rahman, 2014). This phase is the negotiation phase 
which entails interaction between the mentor and mentee which requires honesty as they 
learn about each other and work towards approval of procedures that need to take place 
(Zachary, 2000). Clutterbuck, 2004 states that this is a phase mentors should work to 
empower mentees’ developmental needs. In the process of being empowered, the 
mentees are progressively introduced into the organisational culture (Wong & 
Premkumar, 2007). 
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1.12.3 Collaboration 
 
In this phase of collaboration, the mentor and the mentee work together to share and 
build trust. There is frequent contact between the mentor and the mentee and this is when 
the mentee’s progress and growth are cultivated (Zachary, 2000). It is suggested that 
mentees at this stage play a leading role in managing the relationship (Clutterbuck, 2004). 
The role of the mentor at this stage is to take responsibility for inspiring the mentee to 
think innovatively, help mentees to be decisive and solution driven, agree on plans of 
action, monitor growth and assess efforts (Rashid & Rahman, 2014). 
 
1.12.4 Consolidation  
 
This phase signifies the end of the journey for the mentor and mentee with regards to the 
goals set in the exploration phase. Zachary (2000) refers to consolidation as the closing 
phase in which the mentoring partnership is reflected upon, appraised, acknowledged 
and rejoiced due to the accomplishments achieved. However, it is noted that at times the 
relationship does not end but gets redefined whereby the mentor and mentee decide to 
work together as peers, signalling a new phase in the relationship (Mullen & Schunk, 
2012). 
 
It is important to note that the above-mentioned phases may depend on various factors 
that could be influenced by the type of mentoring used to give support to the mentee (i.e. 
formal or informal) including the mentee’s willingness to learn, as well as  the drive, 
objectives and character of the mentor and the mentee (Ehrich, 2013). Mentoring 
relationships are developmental and will likely change as the relationship grows and, in 
most cases, do reach an end. A successful mentoring relationship is one in which both 
partners feel fulfilled about the learning outcomes achieved (Ehrich, 2013). 
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1.13 FACTORS AFFECTING THE MENTORING PROCESS 
There are various factors that affect the mentoring process that could positively or 
negatively influence the impact of the mentoring progress. In this study, factors such as 
time management, mentor’s competency, communication, race and gender, were 
explored as part of the factors affecting females while mentoring their colleagues. 
  
1.13.1 Time management  
 
The most common declared negative for mentors is the drain on time (Ragins & Kram, 
2007; Ehrich, 2013) as effective mentorship is time consuming (Chopra & Saint, 2017). A 
main hindrance to the mentoring process, as noted by Garr and Dewe, (2013) is the lack 
of time management, especially in busy practices such as universities. Owing to the busy 
schedule of senior academics in universities, the mentors (senior academics) find it 
difficult to meet with the mentees, especially when mentees are from diverse faculties 
(Okafor & Obayi, 2014). In addition, there are cases where a mentor may not be eager to 
sacrifice by giving of their time, which is a prerequisite for mentoring (Johnson, 2015). 
This may be attributed to the fact that mentors are expected to spend time that they could 
use to chase after their own professional goals, in return for the mentees’ career 
progression (Chopra & Saint, 2017). Furthermore, senior leaders are continuously 
pressurised by time which has led to many mentors sharing the responsibility of mentoring 
with other mentors, for the development of the mentee process (ibid.). At times pseudo 
mentors are not committed to the needs of their mentees owing to the fact that they tend 
to focus on their own personal needs (Collins, Slough & Waxman, 2009). As noted by 
Burnham, Schiro and Fleming (2011), one of the factors affecting the mentoring process 
at university level is an over-emphasis on publication and funded research which 
invariably affects the time allocated for mentoring commitments.  
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1.13.2 Mentor’s competency 
 
Mentor competency has the potential to enhance or impede the mentoring process. 
According to Okafor and Obayi (2014), obtaining a sufficient mentor is problematic as not 
all senior academics possess the competency for mentoring all types of mentees, 
especially those mentees who insist on doing things their own way. Similarly, Chopra and 
Saint (2017) state that arranged mentor-mentee relationships without taking the mentor’s 
competency into consideration are not always ideal. Some senior academic leaders are 
not suitable mentors due to incompetencies such as rigidity, indifference, fussiness, or 
high apprehension which may impede successful mentor relationships (ibid.). Similarly, 
incompetency indices such as extreme introversion, poor communication skills, poor 
personal boundaries, or poor conflict management skills may strain mentor-mentee 
relationships (Gentry, 2009; Collins et al., 2009). 
 
 Mentor incompetence can create counterproductive mentoring relationships in which 
mentees are belittled (Stower & Barker, 2010). In addition, Johnson (2015) notes that a 
mentor that lacks competency may be characteristically aloof, not caring, lack warmth, 
show no empathy, lack listening skills, have poor orientation skills, be critical, demanding 
or indifferent to the mentees. A study conducted by Hansford et al. (2003) indicated that 
mentoring was problematic when there was a lack of competency on the part of the 
mentor which resulted in the mentor’s poor attitude and lack of commitment to the 
mentoring process. There is a dark side to mentor incompetency as it may lead to a 
disconnect whereby the mentees may conclude that they are a failure, a disappointment, 
an unimportant entity, or perhaps are guilty of causing the mentor to be angry. False 
perceptions that the mentee may conclude about themselves as a result of not having a 
competent mentor may ultimately leave them worse off in terms of their professional 
progression, confidence and identity (Johnson & Ridley, 2004). 
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1.13.3 Communication  
 
Communication is an ongoing activity in the mentoring process as both the mentor and 
the mentee need to interact effectively (Centre for Workforce Development, n.d.). In 
mentoring, the communication process is used to accomplish tasks, to indicate feelings 
and thoughts, and to develop a relationship (ibid.). There are various means of 
communication between mentor and mentee in the mentoring process. In recent times, 
mentoring has embraced technological advances so that the mentor and the mentee can 
contact each other with synchronous and asynchronous communication tools such as 
discussion boards, chat rooms, blogs and web conferencing – Skype and e-mail 
respectively (Tanis & Barker, 2017). E-mentoring at a distance is an approach that is 
capable of facilitating and enhancing knowledge construction between the mentor and 
mentee as long as it is used properly. However, according to Ensher, Huen and Blanchard 
(2003) and Single and Muller (2001), e-mentoring involves risks of a greater chance of 
miscommunication, longer time to develop the relationships, technical-know-how, as well 
as concerns of privacy and confidentiality.  
 
The majority of mentors do welcome being updated about key advances in their mentees’ 
work, but dislike impulsive phone calls or an overflow of emails for trivial issues (Chopra 
& Saint, 2017). For mentorship to work, communication between the mentor and mentee 
has to be controlled in keeping to agreed commitments (Chopra & Saint, 2017). Mentors 
who do not have good communication networks with people who are influential put their 
mentees at a disadvantage as they are unable to give their mentees access to vital 
information, nor are they able to supply the mentee with organisational viewpoints 
(Gentry, 2009).  
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1.13.4 Race 
 
Race and ethnicity are often important matching variables in mentoring partnerships 
(Ridley, 2005). In Apartheid South Africa, university policies acknowledged the 
inadequate representation of women and of disadvantaged race groups (Africans, 
Coloureds and Indians) in senior academic and management positions (White Paper 3, 
1997). Today, in South Africa, due to this inadequacy, there appears to be a shortage of 
black senior academics to mentor aspiring black colleagues (Ehrich, 2013). Research 
conducted by Thompson (2008) found that mentees from previously disadvantaged race 
groups found it difficult to find mentors in an institution dominated by other races.  
 
Often, black mentees are paired with mentors from a racial background that they may not 
be willing to work with. This matching serves as a contradiction since the non-black 
academic staff play a role in creating a hostile environment (Constantine, Smith, 
Redington, & Owens, 2008; Thompson, 2008). Consequently, it becomes difficult for black 
mentees to discuss their poor emotional state, acts of discrimination and 
macroaggressions within the department and institution. In their studies, Constantine et 
al. (2008) and Thompson, (2008) found that it was challenging for African mentees to find 
mentors within their field of study and organisation that had similar interests. Ridley (2008) 
opines that when a minority mentor mentors a mentee from a minority race, there is 
usually a high risk of scrutiny and high visibility of minorities, in an organisation that is 
dominated by a single race.  
 
However, research conducted by Davidson and Foster-Johnson (2001) and Prunuske, 
Wilson, Walls and Clarke (2013) in the science field indicated that mentor’s racial- or 
ethnic-related identity factors did not have an impact on the relationship with the mentees. 
Similarly, Carlone and Johnson (2007) and Foor, Walden and Trytten (2007) found that 
cultural diversity factors like race and ethnicity were considered irrelevant to the 
mentoring process.  
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1.13.5 Gender interaction 
 
In mentorship, when categorizing gender, reference is made to the “interaction between 
same-gender and the interaction between cross-gender” (Young et al., 2013, p.111). 
Same-gender in mentorship is observed as contact between male mentor-male mentee 
and contact between female mentor-female mentee (Allen & Eby, 2011; Hegstad & 
Wentling, 2005). Same-gender mentoring partnerships report positive outcomes of 
increased ease and communication (Allen, Day, & Lentz, 2005). Cross-gender in 
mentorship is seen as the interaction between male mentor-female mentee and female 
mentor-male mentee (Allen et al., 2005). Matters arising from mentoring programmes that 
focus on developing specific groups is the question on whether or not the mentor should 
be male or female. It does become a problem when there are not enough mentors 
available within an organisation to cater for the specific gender needs of the intended 
focus group that requires mentoring (Ehrich, 2013). Dashper (2018) states that women 
searching informally for mentors depend more on mentoring programmes than men do 
as it is not easy for women to easily find someone within an organisation that is willing to 
help advance their careers. 
 
Perceptions based on gender can impact the formation of successful mentoring 
partnerships (Fletcher & Mullen, 2012). Gender bias perceptions  portray men as having 
better skills to offer than female mentors because females are considered to offer higher 
levels of social support which is regarded as a feminine trait while men who do not offer 
this are perceived to be offering something special and unforeseen (Karsten, 2016). 
Women are negatively judged if they do not provide personal and career support yet men 
who focus primarily on giving career and financial support (which they are more easily 
able to offer because of their privileged status) are not chastised. Women who mentor are 
therefore in danger of being easily misjudged compared to male mentors (ibid.). 
 
Some formal mentoring programmes have been introduced by organisations to address 
affirmative action legislation. For example, formal mentoring programmes that target 
women, are designed to provide mentoring opportunities for those women that tend to be 
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overlooked in informal organisations (Ehrich, 2013). However, Yousaf and Schmiede 
(2016) noted that mentorship offered by senior men can be destructive and more 
problematic, especially if it is directed towards women. In addition, Faulkner (2015) 
indicates that women in leadership who experience strong opposition from both genders 
are reluctant to be role models and mentors to other aspirant colleagues. This could be 
one of the reasons for under-representation of female mentors.  
 
Cross-gender mentorships may be powerful as the mentor and mentee bring different but 
complementary strengths and perspectives to the task at hand, but it is also complex and 
risky (Ridley, 2005). The risk of cross-gender mentorships may be in assumptions of 
stereotypical roles in relating to each other, e.g. compromised role-modelling efficacy as 
gender cannot be integrated in the mentor’s example; increased intimacy and sexual 
tension due to mutual liking and admiration which may lead to excitement and anxiety, as 
the mentee may feel isolated and scorned (Ridley, 2005). It is therefore important that 
women in particular, play a role in mentoring their aspirant female colleagues into 
positions of power.  
 
1.14 TRANSFORMATIVE EDUCATIONAL LEADERSHIP AND MENTORING 
Models for transformative leadership entail character traits of courage, compassion, 
perseverance and ethical intention, which are useful traits for effective mentoring. As a 
transformative leader, a mentor courageously perseveres until she accomplishes her 
intention of progressing the career of her mentees and finds solutions to whatever 
challenges might surface (Simpson & Montuori, 2012). The experiences mentors share 
with their mentees of how they overcame their own limitations can serve as one of the 
most courageous and effective forms of mentoring, because these experiences are key 
to having the conviction and commitment toward helping others do the same (ibid.). This 
ability to help others in such a manner is a new model proposed for transformative 
educational leadership (ibid.). Similarly, for the mentoring process to be effective, it is 
imperative for mentors to be able to adapt to odd situations and commitments in order to 
overcome the challenges faced in the journey.   
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Courageous mentoring is best understood through the mentors’ constant awareness, 
which maintains a balance of humility – that they only exist as mentors to the extent that 
the other is seeking (Simpson & Montuori, 2012). When mentors and mentees are truly 
aligned through mutual aspirations and trust, it forms a perfect collaboration. Through 
courageous mentoring, there is a commitment from transformative leaders to support 
others while simultaneously aspiring to elevate one’s own life and breaking through one’s 
own limitations (Simpson & Montuori 2012). By the same token, the mentee as such is 
defined by their perception of their mentor as someone whose example is worth following. 
This is the basis for equality, although it entails a fine line where mutual trust becomes 
crucial. Courageous mentors are catalysts who, through establishing trust and 
understanding, become vehicles for innovative and ground-breaking change. Courage 
and humility have similarly been identified as part of the tenets of transformative 
leadership.  
 
Mentoring and transformative educational leadership require integrity, competency, 
consistency, compassion and empathy, but most of all responsibility. A mentor’s values 
need to equal her actions and she should take responsibility for the results of her 
decisions (Bennis & Goldsmith, 2010). Empathy is the basis for the most successful 
mentoring and indeed the key ingredient in any human relationship, as it fosters a 
connection to the needs, values, and feelings of another, that then leads to taking creative 
action together (Ikeda, 2012). In transformative leadership, empathy can be viewed as a 
combination of humility, hope and faith (ibid). Leadership with intention, compassion, and 
respect for one’s future successors most perfectly illustrates courageous mentoring and 
transformative leadership. 
 
In the process of mentoring, transformative educational leaders participate in building 
coalitions for the good of the organisation with the aim of achieving a goal, to drive change 
or to create something new (Horan, 2012). Similarly, the role of women mentors in forming 
coalitions or creating alliances between common cause groups can concentrate society’s 
focus on a particular problem, bringing together those who might not normally work 
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together, while keeping the overall approach to issues consistent (Simpson & Montuori, 
2012). 
 
From the overview it is evident that there is a definite correlation between transformative 
educational leadership and mentoring. It can be asserted that for a female mentor to be 
effective in the mentoring process it is imperative for her to possess transformative 
leadership traits. 
 
1.15 CONCLUSION 
This chapter provided a lens through which the study was viewed. It was argued that 
despite the visibility of women in senior leadership positions, there is still an under-
representation of senior female academics in academia globally and locally. To rise above 
this glaring under-representation of senior female academics, mentoring has been 
discussed as a useful tool to address inadequate development opportunities and transfer 
of skills to aspirant colleagues. Although mentoring was discussed as a useful tool, the 
hurdles of mentoring were also looked at as a possible hindrance towards career 
progression. This study explicated that transformative leadership theory, in the application 
of mentoring, could be used to address challenges faced by women in academia who 
strive for senior leadership positions. Transformative leadership allows for leaders such 
as the senior academic mentors within the AAMP, to advance social justice for women 
and assist to correct injustices of the past by looking at the inequities that impinge on the 
ability of individuals to succeed within the organisation’s ability to attain its goals. 
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CHAPTER TWO 
PHENOMENOLOGICAL RESEARCH DESIGN  
 
2.1 INTRODUCTION 
This chapter is structured to give a report on how data was collected on the experiences 
of senior female academics’ mentoring aspirant colleagues’ career progression through 
looking at the AAMP at the University of Johannesburg. This chapter will proceed by 
concentrating on the following components of the research methodology: research 
paradigm, research method, sample and selection description of the participants, 
methods used to collect data, data gathering, data analysis, trustworthiness and 
consideration of ethics. 
 
2.2 RESEARCH PARADIGM 
A research paradigm is the theoretical framework that guides the manner in which 
information is studied and understood. It directs the research, offers motivation and hope 
for the research and emphasises how people comprehend their surroundings (Patton, 
2015).  According to MacNaughton, Rolfe and Siraj-Blatchford (2001), a research 
paradigm is the technique and values used in supporting the procedure of conducting 
research. It is therefore important to first choose a research paradigm as it is the 
foundation for consequent choices concerning methodology (Ponterotto, 2005). 
 
A variety of research paradigm types exist which include transformative, positivist, 
postpositivist, emancipatory, constructivist, critical, pragmatist and deconstructivist 
(Mackenzie & Knipe, 2006, Tashakkori & Teddlie, 2010). This study adopted a 
transformative paradigm. A transformative paradigm is a research outline that focuses on 
the encounters of marginalised groups of people, including an examination of power 
disparities that have led to marginalisation, and links investigation results to actions 
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intended to alleviate inequalities (Jackson et al., 2018). Similarly, Mertens (2007) 
describes a transformative paradigm as an associated theoretical supposition which 
offers an outline for addressing inequity and prejudice in society. The transformative 
paradigm emerged in the 1980s and 1990s out of dissatisfaction from the realisation that 
leading paradigms “had been developed from the white, able-bodied male perspective 
and [were] based on the study of male subjects” (Mertens, 2005, p. 117). Transformative 
researchers were of the opinion that dealing with issues of social justice and marginalised 
peoples could not be sufficiently addressed using the interpretivist/constructivist approach 
to research (Creswell, 2003).  
 
Transformative researchers “believe that inquiry needs to be intertwined with politics and 
a political agenda” (Creswell, 2003, p. 9).Transformative research contains an action 
agenda for reform “that may change the lives of the participants, the institution in which 
individuals work or live, and the researcher’s life” (ibid.). Hence, the adoption of 
transformative research for this study which helped to explore senior female academics’ 
experiences of mentoring aspirant female colleagues’ career progression. The choice of 
research design, method, data collection and interpretation, were informed by a 
transformative paradigm framework.  
 
2.3 RESEARCH APPROACH 
According to Babbie and Mouton (2005), a research approach refers to the procedure by 
which the research will be executed in an organised, logical and accurate way. This study 
employed a qualitative research approach. Qualitative research involves studying things 
in their normal situations, offering a deeper understanding of the human experience and 
trying to make sense of, or to interpret, phenomena in terms of the meanings people 
convey to them (Denzin & Lincoln, 2011). This approach was suitable for this particular 
study because it was used for interpretations that centered on interviews and focused on 
how individual participants inferred their own experiences of mentoring aspirant female 
colleagues’ career progression and the underlying meanings they attributed to their 
experiences (Creswell, 2012; Merriam, 2002). A qualitative approach best suited this 
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study because of its ability to provide information about the “human” side of an issue, that 
is, the often contradictory behaviours, beliefs, opinions, emotions and relationships of 
individuals (Mack, Woodsong, MacQueen, Guest, & Namey, 2005). 
 
Qualitative research proponents assert that qualitative research is inductive, descriptive, 
flexible, studies things in its natural setting, and brings about a close contact between the 
researcher and the participants (Klenke, 2008). A qualitative researcher is viewed as a 
“facilitator” and the respondents as a “co-facilitator”, therefore placing value on the 
perceptions and opinions of the participants (Ochieng, 2009). This approach helped me 
to engage directly with the participants in their natural settings and have close contact 
with them, which assisted the respondents to voice their underlying beliefs and 
perceptions. Flexibility in the research can also help a researcher to source for more 
information from the participants. In this research, I allowed flexibility in terms of when, 
where and how the research was conducted, as well as what the participants chose to 
say. I saw myself as a facilitator who recognised and placed value on the perceptions and 
opinions of the participants – therefore specifically adopting a phenomenological design. 
 
2.4 RESEARCH DESIGN 
A research design is an outline of the manner in which a researcher will conduct the 
research (Babbie & Mouton, 2005). A research design connotes the approach the 
researcher adopts to collect and examine data in order to reach conclusions by seeking 
answers to the research questions (Johnson & Christensen, 2012). Similarly, Creswell 
(2012) maintains that a research design is a specific procedure to be followed by a 
researcher during the process of collecting, analysing and interpreting research data. 
 
A phenomenological design was used in this study as it helped me to understand 
mentoring as perceived by the senior female academics that mentor aspirant female 
colleagues towards their career progression (Moran, 2000). Phenomenology is an 
approach to qualitative research that focuses on the commonality of a lived experience 
within a particular group. The fundamental goal of phenomenological design is to arrive 
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at a description of the nature of the particular phenomenon (Creswell, 2013). The 
research design is appropriate in this study because phenomenology is concerned with 
the study of experiences from the perspective of the individual, ‘bracketing’ taken-for-
granted assumptions and usual ways of perception (Lester, 1999). 
 
2.5 SELECTION OF RESEARCH PARTICIPANTS 
In the research context, a sample is a smaller number of people selected out of the 
targeted research group from whom the researcher can elucidate information (Banerjee 
& Chaudhury, 2010; Reason & Bradbury, 2001). Saunders, Lewis, Thornhill and Wilson 
(2009) state that research sampling saves time; it helps make data organisation and 
collection manageable and gives room for more detailed information to be collected as a 
fewer number of participants are involved. As the researcher, I therefore ensured that the 
most suitable participants were selected for the satisfactory needs of this study (Cohen, 
Manion, & Morrison, 2011). 
 
In this study, purposive and convenience sampling was used to select seven senior 
female academics from diverse faculties within the University of Johannesburg. According 
to Henning, van Rensburg and Smit (2004), purposeful sampling is a process of selecting 
individuals who meet the criteria of the desirable study. McMillan and Schumacher (2010) 
maintain that purposeful sampling entails choosing the most appropriate participants with 
specific features who will be able to respond to the research questions in order to achieve 
the objective that was set by the researcher for the study (Rubin & Babbie, 2009). The 
university has access to mentors who are senior leaders within the AAMP. I chose the 
University of Johannesburg for my research site based on convenience. Researchers use 
convenient sampling to find experts who are accessible and who have experience in the 
phenomena being studied (Richards & Morse, 2007). 
 
 The sample in this study was therefore comprised of one associate professor and six 
female professors from the faculties of Humanities, Education, Political and International 
Relations, Zoology, Engineering and Philosophy, all of whom are mentors to colleagues 
45 
 
aspiring towards senior leadership within the University of Johannesburg. The 
participants were purposively selected on the basis of their suitability to share their 
experiences of mentoring aspirant colleagues’ career progression (McMillan & 
Schumacher, 2010). The participants varied in terms of age bracket, race, ethnicity, years 
of experience in academia, number of mentees under each participant and organisational 
rank. 
 
I was able to approach the participants through contacting the AAMP co-ordinator, who 
sent out emails to the participants within the AAMP, inviting them to participate in this 
research study. Prior to this invitation sent out by the co-ordinator, I was advised by the 
co-ordinator to seek authorisation from the University of Johannesburg for permission to 
use the AAMP in my research study. Within the first day of the invitation there were three 
responses. I was able to secure eight participants in the second week of the request. 
From the mentors’ responses regarding their willingness to participate, I was able to 
carefully select seven participants based on race, experience and faculty in order to cover 
a variety of perspectives (see Table 2.1). 
 
Table 2.1: Biographical details of the participants 
 
Pseudonym 
of Participant 
Gender Race Highest 
Qualification 
Current 
Position 
No of Years 
In Academe  
No of 
Mentees 
Sumaya Female Indian Professor Senior 
Director 
30 5 
Fikile Female Black Professor Director 21 3 
Nadia Female Indian Professor Vice-Dean 20 7 
Christa Female White Associate 
Professor 
HOD 18 2 
Belinda Female Coloured Professor HOD 18 2 
Jessica Female White Professor Acting 
Dean 
34 5 
Thandi Female Black Professor Vice-Dean 6 5 
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In addition to the biographical details of the participants given in Table 2.1, conversations 
with the participants indicated that their professorship qualification was attained within the 
age bracket of 40-50. I sent out emails to the selected seven participants who represented 
each race group in South Africa (Black, Coloured, White and Indian) in which I briefly 
introduced myself and thanked them for agreeing to participate in my research study. In 
the same email I requested for an interview date, time and venue. My request for an hour 
interview was not possible with all the participants as it was made clear to me that due to 
time constraints, they could only see me for 45 minutes while others agreed to 20 minutes. 
Surprisingly on the day of the interviews all participants gave me more time than they had 
committed to. 
 
With some of the participants, I was requested to make an appointment through their 
personal assistants who would set up an appointment according to their availability. I was 
able to secure seven interview appointments out of the nine requests. I drafted an 
interview schedule and sent out reminders two days in advance to confirm the 
appointments. With two of the participants, the interview dates were rescheduled due to 
changes in their schedule, seeing as one participant was not back in the country as 
anticipated and the other participant was unable to meet at the scheduled time as 
promised due to a change in her diary. I had one cancellation with no reason given. I 
chose one participant for the pilot interview and selected the other seven for the research 
interview.  
  
2.6 DATA GATHERING 
Qualitative research encompasses a variety of data collection methods, including 
observations, written or graphic analysis and interviews (Gill, Stewart, Treasure, & 
Chadwick, 2008)  Data for this study was collected by means of interviews.  Interviews 
help to explore the views, experiences, beliefs and motivations of individuals on specific 
matters (in this case, senior female academics’ experiences of mentoring aspirant 
colleagues’ career progression).  A pilot interview was conducted before the interviews. 
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2.6.1 Pilot study 
 
It is suggested that a researcher should first pilot an interview schedule with several 
participants prior to data collection. A pilot study allows the researcher to determine if the 
schedule is clear, understandable and capable of answering the research questions, and 
therefore if any changes to the interview schedule are required (Gill et al., 2008) 
 
I therefore conducted a pilot study with the participant who agreed to be available for a 
20-minute interview. The proposed interview schedule questions I intended to use for the 
research interview were used as guidelines during the pilot study. The pilot study 
conducted gave me greater insight into the questions that were ambiguous, questions 
that were irrelevant and areas that required probing. It allowed me to reflect on other 
possible questions that I could add, prior to the research interview. I observed during the 
pilot interview that I started off nervously, as I went in feeling anxious about interviewing 
the participant whom I regarded as highly knowledgeable and educated. However, by the 
end of the interview I was calm and relaxed as the participant was very warm and friendly 
and responded with great passion and enthusiasm. I was pleasantly surprised that the 
participant also took an interest in me by asking me questions about myself and work 
aspirations. 
 
2.6.2 Semi-structured interviews 
 
An interview is an oral interchange facilitated by the interviewer with the aim of obtaining 
information from the interviewee with the intention to comprehend the interviewee’s views, 
insights, attitudes and experiences (Gray, 2013). A qualitative interview is useful as it 
assists the researcher to gather information about phenomena which may not be 
effectively produced through other research tools (Lindolf & Taylor, 2017). Each of the 
seven senior academics were interviewed using a one-on-one semi-structured interview 
schedule. Using a semi-structured interview permits the researcher to inquire, listen 
carefully, be flexible, pause when required, explore the perceptions of the respondent, 
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probe appropriately, including giving encouragement to the interviewee to talk openly 
thereby providing a relaxed setting for interviewees to reply in (Gray, 2013). 
 
2.6.3 The interview process 
 
Each interview was organised to be 45 minutes long. Based on the result of the pilot 
study, I restructured my interview schedule questions by categorising the questions into 
four sections: biographical information, mentorship experience, how senior female 
academics mentor aspirant colleagues’ progression and the value of senior female 
academics mentoring within the AAMP. These interviews took place on campus in the 
setting of the participants’ choice to allow them to freely express themselves. These 
questions were used to elicit information from individual participants (See Appendix D). 
Before the interview, I thanked participants for the opportunity to interview them and 
asked for their permission to audio-record the interview for the purpose of avoiding 
misinterpretation of facts. Before proceeding, I requested that participants sign an 
informed consent form from the Faculty of Education Research Ethics Committee in which 
participants had to indicate their willingness to participate in the study and be audio-
recorded, acknowledge their awareness of the topic and their role in it, as well as indicate 
their interest in reviewing the report prior or after publication. Five out of the seven 
participants indicated their interest to review the report. 
 
2.6.4 Recording of the interview 
 
Data obtained from qualitative interviews are usually recorded, transcribed and then 
inspected (Al-Yateem, 2012). Recording is usually achieved through audio or video 
techniques, and this process favours the researcher as recordings can be viewed or 
listened to repeatedly in case of doubt, during data analysis (Al-Yateem, 2012). Recording 
of the interview also provides a basis for reliability and validity (Al-Yateem, 2012). For this 
study I chose to audio-record the interviews even though Polit and Tatano Beck (2006) 
caution that when recorded, participants may not be as open in their responses. 
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The interviews were conducted in the private offices of the participants at the University 
of Johannesburg, according to the agreed time and date scheduled. I had to arrive an 
hour early to find the venues and to give myself time to look through the interview 
schedule questions. The first interview turned out extremely well as I was welcomed with 
a warm smile and a handshake. The participant gave such detailed answers that I did not 
need to ask every question as planned because some of the answers given already 
covered those questions. The following six interviews followed suit with two surprises 
which forced me to be flexible, as the one participant was new in the university and had 
not yet directly engaged with her mentees which forced me to instantly re-direct my 
questions. The second interview that changed my interview schedule, occurred with a 
participant who was involved in the AAMP but was not a mentor; they were a coordinator 
with a wealth of experience in mentoring colleagues’ career progression informally. All 
audio-recorded interviews were saved on my laptop to prevent the loss of information.  
 
The interview process was an amazing learning experience on senior female academics’ 
experiences of mentoring. The participants were happy to share their views and 
perceptions of mentoring. As a senior female educator in a secondary school, I was 
humbled by the strength and courage displayed by each of the participants in their 
willingness to contribute towards the empowerment of women. Even though I do not work 
within a university setting, I could still relate to some of their experiences and challenges 
of being in a world where patriarchy exists.   
 
2.7 DATA ANALYSIS 
Data analysis is the process of arranging and fusing raw data in an attempt to reduce it 
into manageable units by searching for patterns, in order to ascertain important 
information to present (Patton, 2015). I analysed the data using qualitative content 
analysis techniques. Creswell (2012) advises researchers using content analysis 
techniques to prepare and organise data for analysis, read and code the data, code to 
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build descriptions and themes, present and report the findings (see Chapter Three) and 
interpret the findings (see Chapter Four). 
 
On completion of the interviews, the audio-recordings were transcribed verbatim by me. 
As recommended by Creswell (2012), having transcribed the raw data, I read through the 
transcripts twice in order to familiarise myself with the responses of the participants. 
Thereafter, I defined the unit of analysis by considering the objectives of the study. For 
each of the units of analysis, I developed categories and coding schemes for the data. I 
first tested the coding schemes on a sample of text and then coded all the text. I assessed 
the coding consistency, drew conclusions from the coded data in a tabular form which I 
titled “themes and sub-themes”. After coming up with my themes and sub-themes, I 
reported the findings by copying and pasting the participants’ responses under each sub-
theme. I contextualised the findings in terms of the literature review to gain a broader 
understanding and provide a detailed interpretation of my findings. I then integrated this 
conceptual understanding, as well as my personal opinions and lessons learnt from the 
study, and finally formulated recommendations based on the findings. 
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Table 2.2: Excerpt of data analysis 
 
Questions Responses Codes 
What are the challenges in the 
mentoring of aspirant female 
colleagues towards their 
career progression? 
 
There were some little 
discussions that went on. 
There was nothing formal, no 
mentor training or anything 
like that. 
 
I can’t remember that we get 
a lot of training 
 
 
I didn’t choose to be a mentor 
and was not allowed to 
choose my own mentees; I 
was put on a list and asked 
would it be ok if I would 
mentor these people. 
 
People come to me and say 
this is not a good match. It 
happens quite often. This is 
not a good match; I don’t like 
my mentor. It’s just not 
working; there is no 
chemistry, we’re not on top of 
it. The mentor has not got time 
for me and then it’s not a 
problem, normally we just 
change the mentor. 
Inadequate training 
 
 
 
 
 
 
 
 
Mentoring mismatch 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
2.8 TRUSTWORTHINESS  
McMillan and Schumacher (2010) posit that trustworthiness is the process of ensuring 
the dependability, confirmability, credibility and transferability of a qualitative research 
study. The aforementioned trustworthiness tenets were upheld as reported below.  
2.8.1 Dependability 
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Dependability is the consistency of research findings (Morrow, 2005). To ensure the 
dependability of the data collected, I used an audio tape to have a verbatim account of 
the interviews. This helped me to listen attentively to the interviewee and capture the 
interviewee’s words accurately (Gray, 2013). In order to ensure an inquiry audit of my 
research, the interview schedule was shown to my supervisor for rectifications before it 
was administered. I further ensured an inquiry audit of my research by allowing my 
supervisor to examine the processes of data collection, data analysis, and the results of 
the research study. A pilot interview was likewise conducted to test the efficiency of the 
interview questions and to correct any inadequacies inherent in the research instrument.  
 
2.8.2 Credibility 
 
The credibility of research is encompassed in the level of confidence that can be attached 
to the truthfulness of its findings (Klenke, 2008). I allocated enough time for data collection 
in an environment and at a time that was convenient for the participants. I also made sure 
that I clarified the responses given by my participants during the interviews, in order to 
avoid misinterpretation of my participants’ opinions and perceptions. To ensure the 
credibility of my analysis, choices made by me were documented at every stage of the 
research process (Schreier, 2012). I also conveyed credibility by making sure that the 
participants in this research were identified and described accurately (Elo, Kaariainen, 
Kanste, Polkki, Utriainen, & Kyngas, 2014). I used suitable pseudonyms to match each 
participant according to their race (see Table 2.1). 
 
2.8.3 Confirmability 
 
Confirmability refers to the accuracy of the data and the reflexivity of the researcher 
(Shenton, 2004). To ensure the confirmability of my research, I carried out an audit trail, 
detailing the process of my data collection, data analysis and interpretation of the data by 
coming up with themes and sub-themes. I then explained what each theme and sub-
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theme meant and reported my findings. My findings were based on the participants’ 
perceptions, experiences and opinions.  
 
I adopted reflexivity when collecting and analysing my data, by considering my own 
background and position to see how these influenced the research process, such as the 
selection of my research topic, choosing my methodology, my data analysis, my 
interpretation of the results, as well as the presentation of the conclusion of my research. 
In addition, I kept and maintained a reflexive journal where I reflected on what was 
happening in the research process, with regard to the aims and objectives of my 
research.  
 
Vaara and Whittington (2012, p. 326) advise researchers “to be able to constantly reflect 
upon the enabling and constraining effects of social practices and to focus special 
attention on what is easily taken-for-granted by researchers and practitioners alike”. In 
the reflexive journal, I documented all information of my experiences during the data 
collection and analysis process. For this study, I kept a research diary in which I recorded 
my emotions and experiences of each interview. A number of experts (e.g., Glesne & 
Peshkin, 1992; Maxwell, 1996, 2005; Spradley, 1979) recommend writing short notes, or 
memos, to oneself during the entire research project, claiming that getting ideas down 
when they occur is actually the beginning of analysis. According to Elbow (1995), Huff 
(1999) and Woods (1999), writing notes to oneself permits researchers to discover things 
in their heads that they did not know were there.  
 
Similarly, Watts (2007) notes that learning to reflect on one’s behaviour and thoughts, as 
well as the phenomena under study, creates a means for constantly becoming a 
seasoned researcher. Drawing from this learning, I became better as an interviewer and 
more relaxed as I reflected on my feelings of fear and anxiety when conducting the pilot 
and first interview. I used a research journal as part of this study to reflect on my behaviour 
and thoughts, as well as those thoughts shared with me by the participants. Reading 
through my research diary allowed me to reflect on the warmth and positive energy of the 
participants which gave me the strength and confidence to go out into the research field 
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with renewed determination. Long before the last interview, my diary recordings and 
reflections gave me a profound understanding of the pressure and time constraints 
experienced by female senior academics in universities. I did not allow my prior 
knowledge, beliefs, values, and biases to shape or prevail over the data collection and 
analysis; neither did I take any opinion, perception or view of the participants for granted 
during the study, as all the views, opinions and perceptions of all participants, were 
comprehensively taken into consideration and reported.  
 
2.8.4 Transferability 
 
Transferability is the capacity of research findings to be applicable to other settings, 
situations or contexts, providing a thick description of the findings (Shenton, 2004). I 
provided a thick description of the findings by providing a robust and detailed account of 
my experiences during data collection, as well as by making explicit connections to the 
cultural and social contexts that surrounded my data collection. The aim of the study was 
not to generalise the findings, but to help understand the phenomenon. However, the 
findings could be applied to other contexts provided they share similar characteristics as 
the one studied. At the end of the study, I came up with recommendations for the AAMP 
at the University of Johannesburg. 
 
 2.9 ETHICAL CONSIDERATIONS 
Research ethics is the process of conducting research in a responsible and morally 
acceptable way (Gray, 2013). Research ethics enables the researcher to take the safety 
needs and concerns of the participants into consideration while conducting research 
(Mack et al., 2005). Henning et al. (2004) maintain that the researcher is accountable for 
the ethical standards of the research and must strictly adhere to ethical principles while 
conducting the research. Saunders et al. (2009) postulate that the researcher must 
consider the participants’ voluntary participation and right to withdraw, maintenance of 
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confidentiality and anonymity, as well as the informed consent and privacy of participants. 
These various ethical measures were applied in the process of this research. 
 
Approval from the Higher Degree Committee of the Faculty of Education at the University 
of Johannesburg was pursued to conduct this study. Thereafter, clearance was obtained 
from the Ethics Committee of the Faculty of Education at the University of Johannesburg 
(Appendix A). Informed consent in writing was required from the interviewees in order for 
them to participate in the study (Appendix C). I informed the participants that their 
participation in the study was voluntary and that they could withdraw should they feel 
uncomfortable with the study, at any time without penalty. None of the participants 
withdrew from participating. I treated all information from the participants with strict 
confidence. I protected the privacy of the participants by means of the use of pseudonyms 
for the participants. The interviews were not conducted during teaching and learning 
activities; a convenient time and place was used for interviews. 
 
2.10 CONCLUSION  
This chapter gave a detailed account of the research paradigm, approach and design of 
the empirical study. A transformative paradigm and qualitative research design were 
selected and rationale for their choice was discussed. A phenomenological research 
design was selected and the rationale for its choice was also discussed. A sample of 
seven participants was purposefully selected for the study. Data collection took place 
through one-on-one semi-structured interviews and the data were analysed using content 
analysis techniques. The ethical measures undertaken throughout the course of the study 
were explained. The measures adopted to ensure the trustworthiness of the study, which 
were confirmability, dependability, credibility and transferability were also discussed. In 
the next section, the findings of this qualitative investigation are presented and discussed.  
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CHAPTER THREE 
  
SENIOR FEMALE ACADEMICS’ EXPERIENCES OF MENTORING ASPIRANT 
COLLEAGUES’ CAREER PROGRESSION 
 
3.1 INTRODUCTION 
This chapter presents an interpretation and analysis of the data I gathered during my 
investigation into the experiences of senior female academics mentoring aspirant 
colleagues towards career progression within the Academic Accelerated Mentoring 
Programme (AAMP) at the University of Johannesburg. The chapter links the data 
gathered to the literature reviewed, as well as the theory that informed the study. This link 
was aimed at accomplishing the research objectives. These objectives are restated 
below: 
• To explore how senior female academics mentor aspirant female colleagues’ 
career progression. 
• To understand the experiences of senior female academics in mentoring aspirant 
female colleagues’ career progression. 
• To explore the value of senior female academics’ mentoring of aspirant female 
colleagues’ career progression. 
 
The following research questions were constructed in line with the above-stated 
objectives: 
1. How do senior female academics mentor aspirant female colleagues’ career 
progression? 
2. What are the experiences of senior female academics in mentoring aspirant 
female colleagues’ career progression? 
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3. What is the value of senior female academics’ mentoring of aspirant female 
colleagues’ career progression? 
 
The next section shows themes and sub-themes developed from the responses of 
individual participants in relation to their experiences of mentoring aspirant colleagues 
towards career progression. 
 
3.2 THEMES ELICITED FROM THE DATA  
From the interview questions, four themes emerged from the participants’ responses. 
These themes were:  
 
Theme One: The benefits of mentorship within AAMP; 
Theme Two: The qualities of a good mentor;  
Theme Three: The challenges of female mentors within the AAMP; 
Theme Four: The factors affecting the mentoring process.  
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The four themes and sub-themes are identified and presented in Table 3.1. 
 
Table 3.1: Research themes and codes 
 
THEME CODES 
1. Benefits of mentorship (AAMP) 
 
1.1 Facilitation of career progression 
1.2 Empowerment of mentees 
1.3 Provision of formal support 
2. Qualities of a good mentor 
 
2.1 Institutional knowledge about the organisational 
system 
2.2 Exhibition of social skills 
2.3 Exhibition of professional skills 
2.4 Exhibition of leadership skills 
2.5 Ability to give advice  
3. Challenges of female mentors in 
AAMP 
   
3.1 Inadequate training 
3.2 Sense of responsibility 
3.3 Mentor-mentee mismatch 
3.4 Male dominance 
2.5 Mentoring structure  
4. Factors affecting the mentoring 
process  
 
4.1 Age 
4.2 Race 
4.3 Gender 
4.4 Hope 
4.5 Time management 
4.6 Planning 
 
3.2.1 Theme one: Benefits of mentorship   
 
Benefits of mentorship means the prospects derived from the interactions between a 
mentor and a mentee which is reciprocal.  
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3.2.1.1 Facilitation of career progression   
 
The participants in this study had all successfully progressed from junior to senior 
positions in the academic field and played important roles in facilitating the career 
progression of aspirant colleagues. In this context, aspirant colleagues connoted female 
lecturers with a PhD and associate professors who wanted to become full professors. Of 
the seven participants, only two participants had the privilege of being mentored towards 
their career progression. Despite the absence of mentors within their own careers, these 
participants were able to successfully assist their colleagues’ career progression. The 
participants were of the view that mentorship could facilitate career progression. Fikile, 
for instance, noted that: “It’s about walking this journey with this person, the process of 
being a partner on the journey and in this case developing them as academics so that 
they can rise up in the ranks …  it’s academic acceleration” (L102-104). Walking a journey 
implies the career trajectory path that the aspiring colleague has to pass through before 
reaching the peak of her career. On this journey, a mentor is expected to be “a partner” 
i.e. someone who is expected to stand by the mentee as a facilitator, with the aim of aiding 
the mentee in attaining her career goals.  
  
The participants articulated how the AAMP had contributed to the career progression of 
the mentees. Nadia remarked that mentees within AAMP had progressed in their careers 
due to mentorship exposure. Her statement herein depicted her conviction: “One is about 
to submit her doctorate and the other one was promoted from one position to another” 
(L235-236). Similarly, Fikile also gave evidence of mentee career progression within the 
AAMP. An excerpt from her responses reads: “Two are senior lecturers and we are looking 
at growing them to associate professorships. Sumaya reinforced the success of mentee 
career progression within the AAMP: “It has been quite successful … we have managed 
to put a lot of people through. … In my section, AAMP1, we have had people who have 
progressed and finished their PhD’s and with progression, they then go to AAMP2” (L149-
152).  
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AMMP1 comprises of staff within the AAMP who have completed their Master’s degree 
and are presently working on their PhD, while AAMP2 are staff who have completed their 
PhD but are aspiring to become associate professors.   
 
Owing to the positive outcome of mentorship towards career progression of mentees, 
Fikile expressed regret at not being mentored towards career progression when she said:  
 
If I went through that process (mentoring programme) earlier on, I would have managed my career 
progression better. I would have been more informed other than just asking people and hoping this 
is how you do this, what do I do there, how do I get there. … That is what I missed when I started 
my career, you are just a lecturer, you don’t know when you will be a senior lecturer, you have no 
plans like it just happens (L110-112). 
  
The responses as illuminated above indicate the value of mentorship in helping to give 
direction to individuals who require career knowledge to develop themselves for the 
purpose of professional fulfilment and promotion. These responses of participants 
revealed clearly the relationship that exists between career knowledge and enhanced 
skills needed by employees, not only for career promotion but also for the enjoyment of 
working and progressing in their career. The participants’ views concurred with Lingham 
(2008), who states that career progression develops and prepares employees for higher 
responsibilities and the lack thereof may lead to employees changing jobs or result in a 
lack of professional fulfilment due to the absence of new challenges (Donaldson, 2010).  
 
As evidenced, participants indicated that they also assisted the mentees to plan 
effectively towards their career progression. This assistance provided by the mentors 
concurred with literature, indicating that mentoring encourages personal development 
(Okafor & Obayi, 2014) and can fast-track the careers of mentees as alluded to by 
Gardiner et al. (2007). Research conducted by Gardner et al. (2007) also indicates that 
employees who are involved in mentorship programmes experience faster career 
progression when compared to employees who are not mentored. 
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Revelations of participants indicated that career progression is a valuable outcome of the 
AAMP. Participants attested to seeing their aspirant colleagues gain promotions due to 
the opportunities afforded to them within the AAMP. The achievements of aspirant 
colleagues within the AAMP were noted in their progression from one position to another, 
as seen in the movement of mentees from one phase to the next in terms of their 
qualifications and academic positions. Some typical examples of proof that there has 
been career progression of mentees within the AAMP are the cases of the mentee under 
the mentorship of Nadia, who has submitted her doctorate; the mentee of Fikile who has 
moved up the career progression ladder from senior lecturer to associate professor; and 
Sumaya’s mentee who has moved from AAMP1 to AAMP2. This arguably links to 
reviewed literature; an example of this is Gardiner et al., (2007) who indicated that in their 
study, mentoring had advanced the careers of low-ranking academic females by means 
of improving their research efficiency and had ultimately resulted in promotion for most of 
those who were participants. Given that this study’s participants admitted to the 
contribution and benefits of mentorship, Iversen et al.’s (2014) indication that mentoring 
has been recognised as a crucial mechanism to support early professional academics 
with career progress, becomes noteworthy. Therefore, as Garr and Dewe (2013) 
observed, the impact of mentoring on individuals and their professional growth, is relevant 
and significant.  
 
3.2.1.2 Empowerment of mentees 
 
Empowerment is the promotion of self-actualisation, influencing and enabling another 
person to attain a desired goal (Hansman, 2012). Participants were of the view that their 
position as mentors within the AAMP enabled them to empower their mentees in a variety 
of ways. They also agreed that they were equally empowered from their engagements 
with the mentees. Empowerment was therefore seen as a reciprocal benefit for both 
mentors and mentees.  
 
Belinda indicated how mentors are able to empower mentees with regards to emotional 
intelligence as she said: “It is just other stuff you will learn from me, not how to write an 
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article. It is the emotional intelligence of navigating a space like this, it is the intellect, 
because intellect is not just knowledge it is also a way of relating (L162-164). Belinda’s 
remark indicates that mentors do intellectually empower the mentees on how to 
professionally relate with their colleagues. This alludes to Fletcher and Mullen’s (2012) 
view that a mentoring relationship is an educational tool that can be used by the mentor 
to empower the mentee. This empowerment is also reinforced by Wong and Premkumar 
(2007) who state that within the collaboration phase of the mentoring relationship, 
mentors are to empower mentees so that they are progressively introduced into the 
organisational culture. 
 
Over and above empowering mentees with emotional intelligence, Belinda further 
indicated that mentors also impact the leadership skills of their mentees. She reported 
that: 
There are leadership qualities that I impart to my mentees; when to lead from behind? When to 
lead from the front? When to fight a war. … Some battles need to be left alone and look at the 
bigger picture, those kinds of things … not what do I need to become an associative professor 
(L162-169). 
 
Christa similarly opined that there is always a professional transformation in the mentee 
as a result of her encounter with the mentor: “I get to pass on the knowledge that my 
mentor gave to me to my mentee. Also, the knowledge I picked up when making mistakes, 
struggling through trying and searching…” (L64-L68). A study by Bland et al. (2009) 
indicates that mentoring can assist mentees to better overcome professional challenges, 
such as work roles and understanding the unwritten rules of academe. These responses 
indicated the positive attitudes displayed by the AAMP mentors towards the 
empowerment of their assigned mentees. The responses also indicated how participants 
empower their mentees through sharing their experiences gained from working in the 
world of academia. These responses showcase the efficacy of mentors within 
organisations.  
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Participants concurred that mentors do not only empower mentees, the mentees in turn 
also tend to empower the mentor. This was evident in the remark made by Fikile who 
explained how she was empowered by her mentees:  
 
They (the mentees) help me as well because I can see that I also need to do research … like the 
other mentee of mine who has gotten to do this big research project which is wow, wow!  It drives 
me as well, I (as a mentor) shouldn’t sit here. I ask myself, “what are you doing in your own space”? 
As much as I’m kind of pushing them a little bit, applying the pressure so that they don’t stay on the 
same place, they are also pushing me, as I go forward, I am also being dragged (L156-162). 
 
Fikile’ s remark shows that the mentors are equally motivated by their mentees. Similarly, 
Christa noted that her mentees do empower her in the areas where she lacks experience 
“You know sometimes I don’t know how to do stuff, but my mentees do teach me” (L179-
L180). To consolidate this assertion, Thandi gave an example of how her mentee has 
empowered her: 
 
I have a mentee that has very good entrepreneurial skills. I said show me the way, I also want to 
do business. He said to me you need to register a company and that kind of thing.  For me that day 
he left me thinking; I need to think about it, because I know I can do more with my entrepreneurial 
skills (L216-221). 
 
Evidence from the data and interpretation reflected that mentors within the AAMP use 
their experience and knowledge to empower aspirant colleagues with various skills 
required to help them make important decisions towards career progression. It is essential 
to recognise that a positive trajectory requires a synergy of personal, educational, and 
experiential encounters necessary to propel one along a desired career path (Oriol et al., 
2015). Christa’s realisation of the need to pass on to others what she learnt from her 
mentor,  exemplifies and confirms that the role of mentors is to pass on specific knowledge 
and life experiences and to offer insight and guidance, but also to have the ability to 
stretch and challenge those in pursuit of their dreams (Steinmann, 2017). Like Kram’s 
(1985) study, participants in this study identified two functions of mentoring: career-
enhancing functions and psychosocial functions as the focal points of the AAMP.  
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Mentors within the AAMP empower mentees with career enhancing functions that are 
useful in navigating their way around the profession by giving guidance in the form of 
emotional and leadership skills to assist mentees in a trajectory free of unnecessary 
challenges. The mentees also acquire psychosocial skills (those aspects of the 
relationship that enhance a sense of competence, clarity of identity and effectiveness in 
a professional role). Mentor participants are able to apply pressure on mentees to reach 
their potential. Rashid and Rahman (2014) affirm that in the collaboration phase of 
mentoring relationships mentors take responsibility for inspiring the mentees to think 
innovatively and help the mentees to be decisive and solution driven. This role of mentor-
mentee empowerment concurs with Bland et al. (2009), who observes that the most 
important competencies that new members of an organisation need to acquire are skills 
such as professional networking and career management which are best honed through 
the guidance of an experienced mentor. 
 
Similarly, data from the study revealed that mentor empowerment is a reciprocal benefit 
within the AAMP. Ghosh (2013) is of the stance that the mentor-mentee bond is not just 
one-sided but rather it is a give-and-take process that embraces benefits for both the 
mentor and mentee. The majority of the mentors agreed that empowerment within the 
mentoring relationship is reciprocal as they are kept inspired, research focused, goal 
driven, inquisitive and enthusiastic by their mentee. This reciprocal experience of 
empowerment concurs with Bozeman and Feeney (2007) who view mentees as learning 
partners to mentors, from which beneficial and useful relationships occur. As indicated by 
the participants, the knowledge gained by mentors from the mentees can create an 
improved awareness of the mentors own learning gaps (Olabiyi, 2013). Mentoring could 
therefore be construed as a reciprocal experience of empowerment for both mentees and 
mentors.   
 
3.2.1.3 Provision of formal support 
 
Mentoring programmes are set out to provide support opportunities to aid the 
developmental growth of mentees’ career trajectories. For a mentee to be easily 
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scaffolded to the expected peak of her career, support systems are vital. An important 
source of the system is the service provided by the mentor. Provision of an adequate 
support system was evident in the data, as a tool that can be provided by the mentor to 
aid mentee’s attainment of her career goals.  
 
Participants revealed that the university, through the AAMP, facilitated various forms of 
academic support for aspirant colleagues. Sumaya highlighted the various forms of 
support that are provided within the AAMP: 
 
We do a range of activities from providing financial support to doing training courses – ensuring 
people (mentees) know what they need to do in order to progress in their career. There is a huge 
catch up we do for our PhD candidates … needs are provided with a relationship and support in 
order to basically finish the PhD’s and also in terms of career progression (L44-48).  
 
This support serves as a lubricant that propels the swiftness of the mentees’ career 
progression. In addition, Sumaya further gave an indication to buttress how mentees are 
being supported by matching them with a prospective suitable mentor: “So we have tried 
to bring the most senior scholars in research in particular, people who are National 
Research Fund (NRF) rated and match them with people (mentees) who are not yet there” 
(L63-68). This is deliberately done to capacitate the mentee to become a prolific academic 
writer. This gesture concurs with Nottingham, Mazerolle and Barrett (2017) who suggest 
that an established support programme should be created for the mentoring process 
whereby mentors and mentees are purposefully paired by the organisation, rather than 
organically matched. By organically matched, I mean mentorship relationships which are 
freely established between a mentor and mentee without being forced, but rather matched 
with a sense of purpose. 
 
Fikile presented another angle to how mentees are provided with academic support: “With 
this AAMP, we do organise career plans for our mentees. I do ask them: Where are you 
now? What are the requirements for promotion which is based on your performance in 
terms of teaching, learning, research etc.?” (L115-117). This support ensures that the 
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mentees are not in the dark as to what is expected of them in order to progress in their 
careers.  
 
Christa reported other support opportunities provided for the mentees. “There are still 
opportunities that the AAMP offers, like for example teaching relief possibilities, 
conference support possibilities, all those kinds of things are wonderful to support my 
mentee in order to become a professor ” (L229-231). The teaching relief opportunity helps 
to reduce the workload of the mentees, which invariably allow  the mentees to devote 
more time and concentrate on becoming for example, a professor; while the conference 
support gives mentees the exposure and opportunity to meet the professorial 
prerequisites.  
 
Formal support emerged as a benefit of mentorship within the AAMP. Data from this study 
revealed that the AAMP provides a pairing mechanism between experienced senior 
colleagues (mentor) and aspirant colleagues (mentee), in order to give professional, 
financial and academic support. This finding aligns with the view of Hamburg (2013), who 
states that the mentoring process entails the provision of adequate support, 
establishment of corresponding mentoring programmes, pairing of mentors and mentees 
based on compatibility and direct benefits for the organisation and employee. 
  
The AAMP is designed to provide mentorship, support, development opportunities and 
focused advice to mentees, thereby creating the conditions for the mentees to advance 
their academic career trajectories. Juxtaposing this aim with what was articulated by the 
participants in this study; it can be adjudged that the AMMP is striving in meeting their set 
goals. This was evident as the mentors within the programme are currently poised to 
facilitate the career progression and empowerment of mentees, as well as providing 
formal support for the mentees. 
 
3.2.2 Theme two: Qualities of a good mentor 
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For a mentor to be effective in the process of mentoring, there are certain qualities she 
needs to possess. As reported by the participants, the qualities of a good mentor will be 
discussed, starting with institutional knowledge about the organisational system.  
3.2.2.1 Institutional knowledge about the organisational system 
 
Every organisation has its own unique culture. For junior academics to successfully 
progress in their career, they need to understand and familiarise themselves with how 
systems within the organisation work. Vast institutional knowledge of an organisational 
system is usually embedded in the senior colleagues who have accomplished their career 
goals as a result of myriad experiences they have amassed. In questioning the mentors 
about what qualities, they would look for in a mentor if they were to be a mentee, mentor’s 
institutional knowledge of the organisational system emerged as one of the vital qualities.  
 
Christa stated that a mentor is expected to possess vast organisational knowledge in 
order to enable the career progression of her mentee:  
 
I chose my mentor specifically because of his huge knowledge of the university and how the 
university works, the policies … It is so wonderful to have somebody who knows what the policies 
in a new environment are, where to find them, what the regulations are, how things work, how the 
hierarchy in this strange place works. Somebody who has knowledge about opportunities for 
researchers and for academics. Someone you can contact if you need funding to go to a conference 
(L13-23).  
 
Christa’s remark depicted that a good mentor should be able to possess institutional 
knowledge such as the policies, rules and regulations that guide the institution, 
bureaucratic structure of the university, as well as integrity about academics and research 
rudiments. In other words, one of the qualities of a good mentor is her ability to hold vast 
institutional knowledge about the organisational culture and atmosphere. Johnson and 
Ridley (2004) concur that with vast knowledge about the organisation, mentors can be 
instrumental to mentees’ membership in important organisational exclusive meetings, as 
well as endorsing them to work on special or high-visibility projects. They might also 
introduce mentees to important individuals in the organisation or in their profession. 
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Nadia indicated the significance of having a mentor with vast institutional knowledge as 
she remarked: “A mentor must help her mentees get into an institution because no matter 
how academically good you (mentee) are, if you can’t relate intellectually and in terms of 
making yourself visible in that space then you actually fall by the wayside” (L29-31).This 
connotes that a good mentor who has vast institutional information about the institution 
will be able to pilot the career trajectory of the mentee so as to bring the mentee into the 
limelight at the university. Christa asserted that a good mentor should not only possess 
vast knowledge about the organisation but should be able to pass the vast knowledge to 
the mentee, “I get to pass on the knowledge that he gave to me” (L62-67). 
 
Data from the study revealed that AAMP mentors were aware of the importance of being 
knowledgeable about one’s organisation, as their knowledge usually led to expanded 
opportunities for the mentees. The mentors also acknowledged that having vast 
knowledge may contribute to the mentee progressing smoothly within the organisation as 
it is through the mentor’s input, that mentees are able to gain access to the inner circle of 
the institution. Without this knowledge from the mentor, the mentee may struggle to make 
themselves visible in the world of academe. Participants implied that a good mentor who 
had attained vast knowledge about the organisation should willingly pass the knowledge 
to mentees. Accordingly, Wiley and Blackwell (2010) argue that mentors who are 
misinformed or who find themselves outside of the networks of powerful decision makers 
are not as likely as their more informed and connected counterparts to be able to provide 
mentees with needed information and organisational perspective. Hence, mentor’s vast 
knowledge about the organisational system can go a long way to influence the 
effectiveness of a mentor. 
 
3.2.2.2 Exhibition of social skills 
 
Social skills enable a mentor to establish a robust, friendly and positive relationship with 
mentees. Participants indicated that demonstration of social skills is one of the qualities 
a good mentor ought to exhibit. Social skills that a mentor is expected to exhibit while 
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dealing with her mentees include emotional warmth, the ability to relate, being seen as a 
role model, making referrals, as well as motivating the mentees. Christa stated that the 
ability of a mentor to connect to her mentees was important: “You (mentor) need to be 
able to have a rapport with your mentees … somebody you can really open up to” (L33-
34); while Fikile added that a mentor must be accessible to the mentee: “You need 
somebody who can relate to you on a personal level” (L27-28). When a mentor 
establishes a good rapport with the mentees, it reflects a good mentor quality that enables 
the mentees to feel at ease. Having this rapport means the mentees can freely discuss 
both personal and professional issues with the mentor, consequently ensuring the 
mentorship is beneficial to the mentees.  
 
Similarly, Thandi remarked that it is necessary for mentors to have an open relationship 
with the mentees: “So my personal mentoring is that I am very open and very transparent” 
(L78-79). Mentors in this study regarded having social skills as key to breaking down 
hierarchical relationships as it helped the mentee to relate to them as mentors and also 
made it easier for the mentor to be honest and open within the relationship. According to 
Johnson and Ridley (2004), social skills displayed by mentors such as friendliness, 
openness, approachability and consistency in encouragement, allow for the mentees to 
be more at ease, assured and comfortable in asking for advice and assistance. 
 
On the same note, Fikile opined that a mentor must be a role model as she remarked: “It 
must be someone who inspires me. If I look at them I should be able to say wow, they 
have achieved more than me. So, if its academia I want someone who is strong in 
research and publishes in top journals” (L23-25). This means that it is expected of a 
mentor to be more skilful than the mentees. In another view, Nadia saw listening skills as 
a good quality for mentorship: “So I am basically a sounding board, listening to their issues 
and helping them to move along” (L107-108).  
 
As a mentor, one of the expected traits is not to only listen to the needs, requests or 
challenges of the mentees, but it is expedient for the mentor to take steps in resolving the 
issues tabled before her by the mentees. According to the AAMP mentors, the ability to 
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listen to the mentee helps the mentor guide the mentee appropriately and may lead to the 
mentor seeking help for the mentee in cases where they are unable to assist. The ability 
to be a good listener has been cited as one of the most desirable characteristics a mentee 
would like in a mentor (Alsbury & Hackman, 2006; Jonson, 2008). According to 
Clutterbuck (2004), mentors who counsel, listen and provide emotional support, act as 
sounding boards who help mentees to take responsibility for their own actions. Good 
listening skills are a significant way of communicating the accurate perception that the 
mentor is genuinely concerned about the mentee (Cohen, 1995; Klasen & Clutterbuck, 
2002). Nadia however cautioned that mentors should note that they cannot solve all their 
mentee’s problems: “You have to be a listener, but you are not there to have all the 
solutions” (L233-234). Hence, Thandi stated that a mentor needs to make a referral in a 
situation of not being able to provide solutions to the mentee’s problems: “I recommend 
to my mentees: go to this person to help you out. I try to recommend mentees to mix with 
those people for supervision and in such a way as they are able to help” (L149-152).  
 
Motivation is another social skill participants articulated as a quality that is expected of a 
mentor. Thandi indicated how she motivates her mentees: 
 
One thing I would say is that beyond being in the University of Johannesburg I try to let my mentees 
know that you must think out of the box and see yourself as a global person. So, I try to change 
mind-sets … not being myopic in their thinking and just try to let them know, look you can do it 
(L188-191). 
 
Similarly, Christa reported how she motivates her mentees too: “I have certainly tried from 
the side-line to encourage my mentees. If I find something that is relevant to a particular 
mentee’s life, I will send it. Have you seen this? I am sure you have little inspiration!” 
(L213-215). This gesture is believed to be potent enough to encourage mentees to strive 
in their career progression. The AAMP mentors regard the ability of the mentor to talk in 
a manner that inspires and encourages the mentees as vital in the socialisation between 
the mentor and the mentee. This view concurs with the perception of Johnson and Ridley 
(2004) that mentors should seize every opportunity to speak a kind word, lift a mentee’s 
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spirits, encourage a mentee to stay the course, and be a sounding board where there is 
a need. 
 
From the data, it emerged that mentors regarded having social skills as an important 
mentor quality. Data from the study revealed that the mentors within the AAMP recognised 
that a mentor-mentee relationship was conducive if the mentor had the social ability to 
reach out to the mentee in an attempt to establish a good relationship. The data therefore 
indicated that the mentors within the AAMP displayed tenets of transformative leadership 
by listening to their mentees, humbly opening up to them, motivating them in solidarity 
contexts and readily making referrals when necessary in order for social transformation 
to occur (Freire, 1970). 
 
3.2.2.3 Professional skills 
 
In the context of this study, professional skills are the academic skills that a mentor is 
expected to exhibit in her relationship with her mentees. According to Terblanche (2007), 
mentorship is the transfer of professionalism and insights by the mentor to the mentee. It 
emerged that mentors regarded professionalism as a quality required to expedite the 
mentoring experience for the mentee. Participants opined that time management is one 
of the professional skills that is a necessity for mentoring. Thandi asserted that a mentor 
must be a good time manager: “It’s like having so many balls in my hands and juggling 
them and saying that everything works out well. So basically, how have I been able to 
cope? I would say it basically hinged on good time management” (L25-27). A mentor who 
cannot manage her time effectively will not be able to cope with her mentoring 
responsibilities. Data from the study revealed that mentors within the AAMP are expected 
to multi-task and therefore need to possess good time management skills, as well as the 
ability to be flexible in order to help mentees achieve the expected goals. Juggling roles 
in mentorship is a common theme and mentors are required to give guidance to the 
mentee on how to be successful in each of their roles which can vary from being a junior 
professional, spouse, parent, child, and member of a community, without compromising 
themselves in any role (Johnson & Ridley, 2004). 
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In order for a mentor to be inclusive and accommodating to all her mentees, Nadia 
indicated the need for a mentor to possess different mentoring techniques:  
 
We need different techniques. You can’t have one model that fits all your mentees, you have to 
keep thinking about how to remind them that they are supposed to do this and in two months you 
want to see it done; but you know that if you say the same thing to someone else, to put someone 
under pressure makes that person not function at all. A mentor must know how to fine tune 
particular approaches for the different mentees (L173-178).  
 
Nadia’s opinion indicated that a mentor needed to have diverse approaches for individual 
mentees because of their individual differences. The mentor’s ability to implement a 
variety of approaches in dealing with mentees provides a coping mechanism for the 
mentees. Berliner (2001) states that mentors are required to be flexible and sensitive to 
task demands and to the social situations surrounding them while solving problems. 
 
Confidentiality is another professional skill highlighted by the participants as a quality 
necessary for mentors to be effective. Fikile remarked that a mentor should keep 
mentee’s information confidential:  
 
What we talk about it is between me and my mentee. There are some issues that are general 
issues that need to be brought up at certain forums, but I will talk to them, not saying my mentees 
say this, I will just say these are the issues that women face. You identify the issues and you bring 
them up at the right forum in general terms, without revealing the identity of the mentee, but you 
know where you are picking them from (L225-231).  
 
It is professionally imperative for mentors to keep the confidentiality of the mentees at all 
times. Mentors emphasised the importance of keeping a mentee’s confidentiality 
regarding matters that may be affecting them within the university. The advice by Johnson 
and Ridley (2004) suggests that the mentor in these types of situations, needs to exercise 
great wisdom by being discrete and supportive – helping without parenting and protecting 
without smothering the mentee. The AAMP mentors acknowledged that they are 
professional caregivers that need to be principled and ethical and therefore need to 
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protect the mentee within the professional space, by bringing up issues of sensitivity in a 
manner that would not harm the mentee. 
 
As part of the professional skills that a mentor is expected to exhibit, Christa stated that 
she exhibits a sense of responsibility towards her mentees:  
 
I have a heavy responsibility, because if I give advice, or they ask for it – if I give information that 
is not accurate or bad advice, I could have a bad impact on mentees’ lives. This is just not being 
buddies with someone and having a quick cup of coffee every now and then, it actually has serious 
repercussions. It is not just playing around (L133-138).  
 
This shows that a good mentor needs to take the mentoring responsibilities with complete 
seriousness. In another perspective on the qualities that are expected of a good mentor, 
Fikile posited that a mentor ought to be academically prolific: “So if its academia I want 
someone who is strong in research and publishes in top journals. I would want somebody 
who is a good teacher” (L24-26). The proficiency of a mentor matters, as the mentees will 
always aspire to be like the mentor. In a case where the mentor has nothing better to offer 
than the mentee, there may not be anything worthwhile for the mentees to look up to.  
 
Thandi in her own experience narrated how she gives professional support to her 
mentees:  
 
I ask questions like how can I support you? How can I help you? If we are talking about a paper for 
academic publishing, I tell the mentees I am here to help you. When you ready come pass, come, 
no matter what your paper looks like, even if it’s just a draft. Let me help you look at it, do something 
with it, even if it’s just a proposal for a grant or something. Just write something, try your best, put 
something in black and white, just email it to me, let me clean up the mess for you, so I try to give 
that kind of support to people (L168-173).  
 
Professional support relies on the AAMP mentors’ academic expertise on how to give 
mentees help with tasks such as writing and publishing. Asking the right questions and 
giving advice is part of the professional skills offered by the mentors to the mentees within 
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the AAMP. Questioning enables both the mentor and the mentee to clarify issues and to 
ascertain mutual understanding (Klasen & Clutterbuck, 2002). 
 
Fikile further opined that good mentors support mentees through evaluation and feedback 
as she stated: “I make sure I give the mentees the formal feedbacks and write down the 
formal evaluation” (L154-155). The feedback and evaluation from the mentors assist 
mentees in their progress towards becoming senior academics. Feedback is noted by 
Taylor and Furnham (2005) as vital for effective learning, as it gives guidance to mentees 
on how to progress. Mentors should be willing to share their expertise and should not feel 
threatened by the mentees’ potential to equal or surpass them nor by the mentee 
detecting their weakness and shortcomings (McKimm et al., 2007). It can therefore be 
deduced from the data that professional skills such as time management, ability to adopt 
different mentoring techniques, confidentiality, a heavy sense of responsibility, academic 
proficiency, effective evaluation and feedback form part of the qualities of a good mentor. 
 
3.2.2.4 Leadership skills 
 
Leadership skills are an inevitable quality a mentor should possess in order to mentor 
effectively. Participants were of the view that a mentor needs leadership skills. The AAMP 
mentors identified various leadership qualities that are required of them in the process of 
mentoring their mentees.  
 
Data from the study revealed that a mentor’s willingness to be available for the mentees 
is a quality of great significance in the mentoring process. As part of leadership skills, 
Christa stated that a good mentor should be flexible:  
 
The idea is to be flexible. If you really need to speak to me, I will make a plan. I will leave other 
things, if there is something really urgent and worrying. Otherwise we work around it. We send 
emails and meet only for half an hour or move it to next week or whenever it may be (L153-157).  
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Flexibility in this context means the ability of the mentor to be able to adjust her schedule 
in order to accommodate her mentees. The flexibility of a mentor emerged as a mentor 
leadership quality which aids the progression of mentoring relationships because it allows 
for continuous development of the mentee. Orland-Barak and Hasin (2010) note that 
flexibility in mentors helps them to reorganise their thinking and plans, when they 
experience challenges or dissonance while mentoring their mentees. Similarly, Thandi 
opined that a mentor is expected to be a selfless leader:  
 
Most of my weekends are sacrificed for my mentees, personally to those who are working and only 
have time on Saturdays or Sundays. So, most Saturdays, I am at work, I am in the library with my 
mentees to help them so that they can push through and get to their postgraduate studies (L72-
L75).  
 
Thandi’s remark indicated that in her view, a selfless leader should go the extra mile in 
making sure that the mentee’s progress in their career. Being selfless is a leadership 
quality displayed by Thandi who was of the opinion that mentors should be prepared to 
take on the challenges of their mentees. Excellent mentoring demands consistency and 
reliability; it occasionally requires self-sacrifice (Johnson & Ridley, 2004). In addition, 
Thandi described passion as a prerequisite for leadership skills for mentoring: “I am 
passionate about what I do as a mentor, when I take on any role to do something, I want 
to do it really, really well. Whatever you want me to take on, I will always go the extra mile” 
(L23-25). As demonstrated by Thandi, who was motivated to exceed her mentor 
responsibilities towards the mentee, willingness of a mentor is a demonstration of 
courageous mentoring and transformative leadership. Transformative leadership 
modelling means that once someone decides to do something (intention), he/she 
perseveres courageously until the task is accomplished, never blaming others but 
continuously and steadfastly searching for solutions (Simpson & Montuori, 2012). 
Mentors are significant others who play many roles, and, at times, they might need to be 
coach, counsellor and trainer (Erich, 2013).  
3.2.2.5 Ability to give advice 
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The mentor’s ability to give advice on a variety of issues is a quality which most mentors 
alluded to when interviewed about qualities they would want mentors to have. Participants 
indicated that a good mentor should be able to give advice to her mentees. Fikile 
remarked: “If I was given a chance to choose (a mentor) for myself, then I would have 
considered where I am lacking, I would choose somebody who would hold my hand 
through those weak areas and advise me” (L40-42). Nadia similarly stated:  
 
So, a mentor can guide the mentees on fitting in and in understanding the networks that exist. They 
can also guide you on doing things that are important for academics like publishing, also advise 
the mentee on how to manage their teaching loads because lecturers are not looked after; we are 
definitely abused in this system (L34-37).  
 
Christa gave examples of how a mentor could guide the mentee:  
I have a little scheme that I show my mentees. I do say to them: you know if you are here, it’s very 
important to know where you want to be, even if you do half a step a day, at the end of the week, 
at the end of the month, at the end of the year, you will have moved away from where you are but 
it will be in the right direction. It’s a lot more important than to go on these long runs without direction 
(L116-121). 
 
 
Thandi recounted her experiences of how she guides her mentees: 
 
I will give you one very quick example. A lady (mentee) walked up to me, yesterday.  She is busy 
with her PhD and is also a staff member. Every week she sets up on her calendar what she wants 
to do in a week and then the week just rolls from the beginning to the end and she ends up not 
achieving 1% of all what she set out there to do. So, I told her, you know what, do you want me to 
help you?  She said yes. I said ok, next week on Monday email me what you plan to do.  Where 
are you on the PhD work that you are concerned about.  It’s been two years now and she is only 
on chapter two. Where do you want to see yourself, how far do you want to go in that Chapter two? 
How many pages, how many papers do you want to review? You want to have written like three 
pages. I said a journey of a million miles starts as one step. I said make sure that you have 
achievable goals. Goals that you can achieve in that one week.  Don’t say you want to finish a 
whole thesis in one week. That is impossible. Think about whatever you want to do. Email me what 
you want to do in a week, basically what I do in a situation like this by Wednesday I will check in 
on the phone or email. By the end of the week I will get back to her. So that is how I help people to 
meet their ultimate goals (L234-247). 
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The data revealed that the mentor’s ability to advise mentees on a variety of issues was 
an important quality for mentors to have. The study showed that the AAMP mentors do 
advise mentees who need assistance in their careers. In giving advice, mentors are able 
to guide mentees through the process of attaining their career goals and advise the 
mentees on available networks. Steinmann (2017) opines that advice given by mentors 
could potentially sponsor development opportunities or connect individuals within their 
network. The AAMP mentors gave advice on academic work such as writing, publishing 
and teaching which is part of the process of preparing for senior positions. This displayed 
transformative leadership; transformative leaders participate in building coalitions for the 
good of the state or organisation with the aim of achieving a goal, to drive change or to 
create something new (Simpson, 2012). In giving advice to the mentees, mentors may 
play the role of counsellor as they guide the mentee on how to cope with the pressures 
of academic life. According to Erich (2013), mentors play the role of counsellor when they 
provide special types of support to others who find themselves in stressful or difficult 
circumstances. 
 
From the data, it could be deduced that some of the qualities expected of a mentor while 
mentoring her mentees include: vast institutional knowledge about the organisational 
system; exhibition of social skills, professional and leadership skills; as well as the ability 
to give professional advice.  
 
3.2.3 Theme three: Challenges of female mentors in the AAMP 
 
“I don’t know how the others have experienced it, but for me this programme has not 
been thought through properly” (Belinda, L77-L88). 
 
Considering the aforementioned quote, the data revealed that there were challenges 
faced by mentors during the mentoring process. Some of these challenges as articulated 
by the AAMP mentors are presented below. 
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3.2.3.1 Inadequate training 
 
Participants posited that inadequate training was one of the challenges faced by mentors 
involved in the AAMP. Christa remarked that enough training was not given to mentors 
within the AAMP: “There were some little discussions that went on. There was nothing 
formal, no mentor training or anything like that” (L118-120). Similarly, Christa reported lack 
of adequate training for the mentees within the AAMP: “I can’t remember that we get a lot 
of training” (L221).  This indicated that the mentors within the AAMP perceived their 
training sessions as inadequate or not sufficient for the enormous responsibilities of a 
mentor.  
 
The lack of meaningful training sessions seemed to have negative effects on mentors’ 
training attendance. This was evident in the concern raised by Christa as she lamented: 
“What I find frustrating about the AAMP meetings is they put us all in one room, many 
people don’t pitch” (L222-223). Sumaya agreed with Christa that not all mentors usually 
attended training that was organised for them: “Last year we got someone who is really 
good who came from management outside of UJ. We got them to do three, full day 
sessions, maybe 25 people agreed – of that only 15 people pitched up” (L102-107). 
Christa articulated why she was not interested in attending the AAMP training sessions:  
 
I find the training a bit of a waste of time to tell you the truth because the last one we had they had 
a very skilled person but then everyone in the audience was not at the same place, so we wasted 
a lot of time getting everyone on the same page and then the time was up (L231-235).  
 
Nadia gave a further explanation as to why some training sessions were not useful: “The 
actual training then becomes that context where you listen to other mentors talking about 
their issues and their problems, how they deal with situations which is not relevant to my 
mentoring situation” (L142-144). Data revealed that mentor training provided within the 
AAMP was not adequate for the mentors in terms of preparing them for their role. 
Research has found that when a mentor lacks adequate mentoring training, the mentor 
will always demonstrate a mediocratic attitude and feeble commitment when her mentees 
face difficulties (Hansford et al., 2003). The format of the mentor training seemed to be a 
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problem for some mentors as it entailed discussions that were not suited to all mentors in 
attendance, thereby making them perceive the training as a waste of time. Consequently, 
they felt reluctant to attend subsequent training. 
 
As part of what contributed to the mentors’ inadequate training, most of the participants 
complained of not being mentored. When asked if she was mentored, Nadia responded: 
“No, I was never mentored; there was never any conscious mentoring. This really affected 
my effectiveness as a mentor. There are things that look new to me in the mentoring 
process. If I was mentored, I would have gotten an idea of what to do about the situation” 
(L912-17). Christa alluded: “In my generation, we didn't get mentored. It was like few and 
far between” (L24-26). Christa similarly remarked: “As a young academic, I was on my 
own. I had no mentoring, no guidance. I was left to flounder and swim and do my own 
thing” (L7-8). Not all mentors within the AAMP were privileged to have been mentored, 
while others had the experience of mentor exposure during their career trajectory.  
 
From the data, the mentor training within the AAMP seemed to not be tailored to suit the 
different phases at which these individual mentors were. The inadequate training of the 
mentors could be blamed on some of the mentors who have not made use of training 
opportunities. At the same time, it emerged that for some of the mentors the training 
sessions were not regarded as useful in terms of assisting them to carry out their 
mentorship role.  
 
3.2.3.2 Sense of responsibility 
 
The data revealed that being a mentor is a challenge due to the heavy sense of 
responsibility which is associated with being a senior academic, along with being a 
mentor. Participants unanimously opined that a heavy sense of responsibility was a 
challenge while mentoring their mentees. 
 
Sumaya remarked how time constrains her mentoring activities: “Normally, a mentor is a 
senior person who could also be an HOD. That means they are very busy and have got 
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so many other things to do that they just don’t have time. This affects their progress in 
mentoring their mentees” (L128-133). Similarly, Belinda reported that her existing job 
allocation does affect her mentoring responsibilities: “It is not easy to balance being a 
mentor, an engaged activist, scholar, doing your research and managing a department. 
The university values research and not administration and so we need to be making those 
trade-offs as well” (L7-12). The data revealed that as senior academics, the mentors have 
many work-related roles and responsibilities to administer and the issue of finding time to 
also mentor aspiring colleagues was a challenge.  
 
This finding concurs with the study by Schechter (2014) which revealed that mentors do 
find it difficult to devote sufficient time to the demands of their mentoring role due to their 
other professional and private responsibilities. Time management is imperative for 
mentors who want to achieve their own personal goals and that of the university. Lack of 
time management can result in mentors not progressing in terms of their responsibilities. 
Huzum (2016) reports that women academics are presently undervalued due to unfair 
recruitment criteria which places emphasis on the number of published articles and books 
and their impact. These prerequisites ignore other professional activities such as teaching 
or interdisciplinary obligations in which women academics are more actively engaged 
than men. This assertion is understandable as research indicates that selection criteria 
adversely affects the academic fields in which women are best represented and penalises 
those who for objective reasons have much less time for research due to teaching and 
home activities, most of these being women (Huzum, 2016). Similarly, Collins et al. (2009) 
report that barriers to mentoring at the institutional level include an over-emphasis on 
faculty publication and funded research to the extent that teaching and mentoring suffer.  
 
The overwhelming responsibilities of female mentors are not limited to their professional 
obligations only; the family/domestic duties equally serve as a challenge to their 
mentoring role. Fikile put forward the myriad responsibilities that women (in a family 
context) are involved in which hinder their mentorship role:  
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You are not just a teacher, a researcher you also an aunty, mom, whatever in the home. So, when 
you get out of here (university) you have to think what the family is eating, who is going to drop this 
one’s assignments. You are busy. So, you have got all those multiple roles that you have to play, 
and time management becomes a big issue. Most of the time it is women that drag behind.  Not 
because they are not capable, but because they are juggling so many balls (L210-217). 
 
Sumaya similarly stated:  
 
It’s a gender thing; we tend to put everything first before ourselves. What I am saying is your family, 
your kids and their needs.  Attending to the house, attending to your staff here, ensuring they are 
getting what they want out of the situation. Attending to your own specific career needs is not often 
the highest priority (L167-172).  
 
The added role of being a mentor is extra administrative work and requires giving mentees 
time which some female senior academics have very little of, especially female mentors 
who have a heavy sense of family responsibility. Potokri (2013) highlights that cultural 
practices and marital status do affect women in higher institutions of learning. Thandi 
noted that her workload debars her from having a close relationship with her mentees: “I 
never have time to sit and say come talk to me. How did you do your research? How did 
you supervise students? So that close relationship is not there” (L45-48). Christa saliently 
mentioned that part of the sense of responsibility in mentoring was the emotional impact 
on her:  
 
I have to deal with the emotional impact of things that my mentees have told me. I obviously can’t 
give you details of that, but the things that they have told me that they are subjected to within their 
own particular departments, is amazing. It’s amazing in this day and age that these things are still 
happening.  If you think of all the policies that the university has, all the checks and balances that 
they have, people are still experiencing bad things happening to them in their own department. It 
makes me very upset, so that was difficult for me (L139-145). 
 
The effect of a mentor’s heavy sense of responsibility does not only affect the mentor;  
Sumaya noted that the workload challenge also affects the mentees:  
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From the mentees side, the big complaint which comes up which is not related to mentors, is the 
issue of workload. Often the workload is so big in UJ that they feel that they are unable to fulfil their 
responsibilities. Often, we have gone back to mentors and said assist a mentee in terms of their 
relationship with their HOD to get some time off in order to fulfil this responsibility (L89-94).  
 
Similarly, Christa also stated:  
 
So, both of my mentees, they have massive teaching loads, much bigger than what they should be 
doing while they are trying to finish their Doctorate or trying to go for senior lecturer. They also have 
very heavy admin loads, so they are taking on far more responsibility than they should be. In my 
opinion , in that stage in their career, which means getting their doctorates done, getting their 
papers done, going to conferences , is taking a back seat so their careers are not progressing 
(L263-269).  
 
Data emerging from the participants indicated that AAMP mentors found the added 
responsibility of being a mentor a physical and an emotional challenge. The work-load 
pressure of both senior and junior academics (who have massive teaching loads) is a 
stumbling block to the mentoring process. Academics are required to play many roles 
within the university, despite the fact that it is only research work that receives the most 
acknowledgement for promotion.  
 
3.2.3.3 Mentoring mismatch 
 
Mentoring mismatch was articulated as one of the challenges of mentoring within the 
AAMP. It emerged that mentor-mentee matching was a challenge. Nadia remarked that 
she was not given the opportunity to select her own mentees: “I didn’t choose to be a 
mentor and was not allowed to choose my own mentees; I was put on a list and asked 
would it be ok if I would mentor these people” (L48-50). Similarly, Thandi stated how she 
was indirectly forced to take up her mentees: “There was just an email from the Dean. 
Either the Dean or the Head of School to say Lecturer X, these people have been given 
to you to mentor. And I told the Dean that I am not comfortable with the way and manner 
this matching took place, but I have no option, I have to accept the call“(L110-112).  
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On the same note, Fikile described the mentor-mentee matching as an imposition:  
 
The idea (AAMP) was good, but the way they were assigning mentors at that time I had problems 
with it.  Because they just said – so and so are your mentees. I didn’t know this guy from anywhere.  
What is the basis?  Like there is a problem. You work with this one, you work with that one!  There 
is no chemistry with this person that you are talking to that should be your mentor (L33-36). 
 
Not only were the mentors dissatisfied with the mismatch, an interview with one of the 
AAMP coordinators revealed that mentees have also complained about their mismatch 
with mentors: “People come to me and say this is not a good match. It happens quite 
often. This is not a good match; I don’t like my mentor.  It’s just not working, there is no 
chemistry, we are not on top of it. The mentor has not got time for me and then it’s not a 
problem, normally we just change the mentor” (L116-119).  
Sumaya gave an account of how mentors were matched with their mentees:  
 
It (mentor and mentee matching) is done through the Deans by looking at the research area of the 
mentor and the mentees in order to match them.  The other thing we really try to do in the AAMP, 
we try to look at senior scholars.  So, we have tried to bring the most senior scholars in research 
in particular, people who are NRI (rated) and matched them with people who are not … basically, 
the Dean or the Vice-Dean decide that these people seem to match (L112-114). 
 
Data from the study revealed that the AAMP mentors and mentees were not involved in 
the pairing process. Mentors were chosen and matched with mentees by the Dean or 
Vice-Dean in consultation with the HoD. This method of matching mentors to the mentees 
can become a challenge when the matched pair do not relate. Research has shown that 
a common drawback of formal mentoring programmes is mentor-mentee mismatch which 
may be attributed to differences in background, age, race, interests and personality (Eby, 
Buits, Lockwood, & Simon, 2004). The AAMP mentors have, at times, experienced a lack 
of chemistry within the mentor/mentee relationship as a challenge, which is not surprising 
as Ayinde (2011) confirms that the more the two have in common, especially in values 
and personality, the more they will put into the relationship. A mismatch commonly 
reported also occurs when the mentors are unable to give their time to the mentee. Collins 
et al. (2009) explain that pseudo mentors are more focused on their own needs, may not 
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follow through with providing assistance, and do not commit the time that their protégés 
need. 
3.2.3.4 Male dominance 
 
Another challenge cited by the mentors within the AAMP is male dominance. The 
participants described the university environment as a male dominated world. Nadia 
remarked:  
 
All my woman mentees have male bosses who are slightly authoritarian in their approach. … It is 
still a very masculine environment, even though we have got a woman DVC (Deputy Vice 
Chancellor)… and it’s a slightly old-fashioned masculine environment that filters down to the way 
in which management functions at all levels (L249-256). 
 
Christa stated how male dominance has affected her mentoring responsibility, “I’m really 
thinking it’s unfair, I’m the only female, I do the minutes, I do think it’s unfair“ (L134-141). 
Stereotypical thinking which associates certain roles with women can have an effect on 
both mentors and mentees, as it influences their work-load and ability to progress in 
achieving their academic goals. One study showed that women were pulled away from 
work (i.e. research) that would advance their careers and pushed to other tasks that were 
described as women’s work or institutional housekeeping (Terosky et al., 2014). The 
gender difference lies not in formal workloads, but more in the extent of informal work, 
that is, the emotional management work and welfare/mentoring that women undertake 
with students and colleagues, which is often not done by male colleagues (Blackmore & 
Sachs, 2007).   
 
Thandi reported inadequate female mentors in some faculties:  
 
I’m a woman, so in academics at that particular point in time in X Faculty, I did not have a single 
woman who was a full professor that I could look up to.  Even today as well I think I am the only 
female black full professor in the whole faculty out of about 180 staff members (L49-52).  
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Nadia gave a similar account of her department: “At the moment we do have a lot of 
woman academics in X department, but we are still concentrated in the lower levels. 
There is only one black African woman professor in the whole of the X department.” (L29-
293). Male dominance is a challenge faced by both the mentors and mentees within some 
faculties. Some female mentors within the AAMP mentor aspirant colleagues who are 
surrounded by male faculty and this is a challenge because women in academia are more 
likely to have their work systematically under-valued due to inescapable bias encountered 
in evaluation of peer review, interviewing, hiring, contract, grant funding for examples 
(Huzum, 2016). It emerged from the data that woman find themselves in difficult positions 
whereby they are given extra duties by male seniors to administer on the basis of their 
gender. Some mentors have found themselves without role models within their 
departments due to the inadequate representation of senior female academics and have 
struggled in their careers to find females within their area of specialisation to relate to. 
Krawczyk and Smyk (2016) state that gender imbalances remain, despite the fact that 
women now receive as many PhD’s as men, which indicates that the previous gap 
between men and women is yet to be bridged. 
3.2.3.5 Mentoring structure  
 
Participants reported that the hierarchical structure of a mentoring relationship between 
the mentor and mentee was a challenge to the mentoring process. Christa remarked that 
there was an unintended hierarchical relationship that exists between the mentee and 
mentors:  
 
I think that a mentor and a mentee often times slip into a hierarchical relationship, where the mentor 
is up high in the sky and the mentee is this poor person at the bottom who is trying to find out things 
(L41-43). It is probably exacerbated by the very hierarchical way in which an academic structure is 
set up. It’s the professor and the people who are not the professors (L78-80). 
 
Belinda stated how the hierarchical structure of mentoring relationships between the 
mentor and mentee can affect both mentee and the mentor:  
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This is a hierarchical relationship and that is why, especially in a South African system you have 
this kind of blind loyalty to your mentor.… Even though you are an associate professor already, 
when your mentor leaves for another university, you leave ... you never break out of that hierarchical 
relationship to establish your own independent thinking. I am saying we need to change that kind 
of mentoring relationship (L139-145).  
 
Data from the study revealed that there was a definite hierarchical relationship between 
the mentors and the mentees within the AAMP. Hansman (2002, 2003, 2005) argues that 
due to mentors having more experience than their mentees, they may adopt the 
hierarchical paternalistic lens of their mentees, assume they know what is best;  further 
they may not ask for input from their mentees or engage in joint discussions and shared 
decisions concerning learning goals or desired outcomes of the mentoring relationship.  
 
Sumaya was of the view that mentoring should not be hierarchically structured: “It’s not 
meant to be a hierarchical relationship. It can be collegial and friendly and supportive but 
there is a sense of you now having to step back and you are not the boss. (L162-164). 
Similarly, Nadia suggested: “Let’s do things in a more collegial, more friendly way. If you 
use Paulo Freire theory, it’s kind of co-learning” (L261-266). Participants highlighted that 
the mentoring structure makes the mentees feel obligated to the mentors, even though 
they should not feel so, as a mentoring relationship is not meant to be hierarchical. The 
mentors are expected to guide the mentees along their career trajectory and assist them 
to become part of senior leadership, but it was noted by the participants that the mentor’s 
presence in some relationships was still visible long after the relationship had officially 
ended.  
 
The data indicated that mentors within the AAMP seemed not to have situated training – 
they complained that the training given was “one size fits all”. Other challenges 
highlighted included a heavy sense of responsibility, mentor-mentee mismatch, male 
dominance and the mentoring structure. 
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3.2.4 Theme four: Factors affecting the mentoring process  
 
There are factors that are capable of positively or negatively influencing the mentoring 
process. This theme presents participants’ views on how age, race, gender and time 
management of workload and planning, could possibly affect the mentoring process.  
 
3.2.4.1 Age 
 
At any given time, the academic staff of a university will be of varying ages that can span 
decades. This was not in any way different from mentors within the AAMP. Participants 
unanimously agreed that age has no impact on their mentoring of colleagues.  
 
Thandi was of the view that age did not influence the process of mentoring: 
 
We relate and discuss items that are the same thing with everybody. Age doesn’t really come in to 
play. As a matter of fact, if a mentee accepts a mentor and if it happens that the mentee is older 
than the mentor the age barrier is supposed to be broken for the relationship to work out.  If the 
mentee wants to learn from the mentor, she must first of all put it (age) aside. So, for me there is 
one or two I have as mentees who are older than me and we have not had issues based on the 
fact that I am younger (L132-140). 
 
This view indicated that mutual understanding between mentor and mentees plays a more 
significant role than the age difference. Similarly, Nadia agreed that age does not 
influence the mentoring process but rather she emphasised the ability of the mentor to 
relate with the mentee:  
 
I think that a mature mentee probably looks for someone like myself I think. One of them is older 
than me and I am mentioning her, but we have a lot in common.  She speaks to me as a mother of 
many kids that is trying to do many things at this late stage and trying to catch up and I know exactly 
what she is talking about and maybe she could relate to me at that level (L57-61).  
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Fikile opined that age does not influence the process of mentoring, if the mentor is mature: 
“So I don’t mind being mentored by a young person if a young person is good in that area. 
But of course, there is maturity that we also can’t throw away” (L64-65, 69-70).   
 
Data revealed by the AAMP mentors indicated that for the participants, age was not a 
factor in the mentoring process but rather it was the mentor’s maturity and ability to relate 
with the mentees. Research has shown that there is no consideration of age diversity in 
mentoring relationships, most likely because the very notion of a mentor has been almost 
exclusively associated with experience (Johnson & Ridley, 2004); though Levinson, 
Darrow, Klein, Levinson and McKee (1978) argue that ideally a mentor should be 
approximately half a generation older than a mentee in order for the relationship to take 
on qualities of a parent and child relationship. Similarly, Kram (1983) and Levinson et al. 
(1978) are of the view that if the mentor is too close in age to the mentee, the pair may 
become more like friends or peers, consequently assuming that there will be challenges 
in creating mentorships.  
 
The views of the authors were delineated by the research findings as the participants did 
not consider age as a significant factor in the mentoring process. It emerged that age 
was, to a large extent, irrelevant. The AAMP mentors did not only mentor mentees who 
were younger, they had also successfully mentored older mentees without any problems. 
The AAMP mentors unanimously agreed that irrespective of age, once a mentee 
accepted to be mentored by them, the mentoring relationship was able to work. The 
mentors regarded maturity, acceptance, and the ability and willingness to learn, as factors 
that influenced mentoring more than age. 
 
3.2.4.1 Race 
 
Race is the classification of people based on their cultural background and physical 
appearance. People in Apartheid South Africa were historically segregated along racial 
lines, whereby White, Black, Coloured and Indian people were kept apart politically, 
socially, economically and culturally. This separation of races included the economic 
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empowerment of the white minority over all other races. Thus, the participation of other 
races, especially black people was minimal, as skilled labour and positions of senior 
leadership were reserved for whites only. Today in a democratic South Africa, all races 
are equal, and the South African Constitution has set labour laws such as the Employment 
Equity Act which compel different race groups to work with each other. In the context of 
this study, mentoring is seen as a developmental tool which can assist people from 
diverse race groups to work together as in the case of the AAMP mentors. 
 
Thandi opined that race influenced the mentoring process:  
 
Absolutely, it (race) does play a role … like X that I am mentoring, we are from the same cultural 
background. She would talk to me about problems she faces in her marriage with the in-laws, …I 
would have to pacify and calm her … just do it for tradition sake so you can keep your home….  I 
understand what she is talking about as a black woman, so I think race does matter. Race does 
affect who you choose as your mentor (L99-109).  
 
Thandi’s view shows that if a mentor and mentee come from the same racial background, 
they may feel free to discuss issues openly amongst themselves. It equally facilitates the 
mentoring process because they will also be able to easily relate. Similarly, Fikile stated 
that race does affect the mentoring process: 
  
Yes, you can’t ignore it (race). In my experience I think because we are in South Africa, Indian, 
Coloured whatever they are all called black, so they open up to me being a black mentor. They just 
feel they can open up on the racial issues they face and all that stuff. … For people, race may be 
an issue … some mentees may have an issue to be mentored by a person who is not of the same 
race (L73-84). 
 
Participants agreed that race was a factor which influenced the mentoring process. It 
emerged from the data that mentoring people from the same race enhanced the 
mentoring relationship.  The data revealed that same race mentoring, made it easier for 
them to relate to the mentee because of the same racial background. This concurs with 
research conducted by Thompson (2008) which found that mentees from previously 
disadvantaged race groups found it difficult to find mentors in an institution dominated by 
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other races. The mentor-mentee relationship within same race partnerships allows for 
conversations that go beyond the academic line, as there are shared experiences in terms 
of personal and family issues which directly or indirectly affect the mentees’ career 
progression, that can be discussed.  
 
Mentors found that mentees of the same race found it easier to report issues of conflict 
to their mentors. Research has also found that the pairing of mentees with mentors from 
different backgrounds is a threat to the success of the mentoring process (Constantine et 
al., 2008; Thompson, 2008). Race is often an important matching variable. Mentees from 
minority groups tend to prefer mentors of their own race. Same-race mentorships are 
often perceived (by both mentor and mentee) as providing increased levels of both 
emotional and career benefits, as well as increased identification and interpersonal 
comfort. Owing to the fact that minority professionals often face more challenges in 
placement and promotion than their dominant counterparts, Johnson and Ridley (2004) 
advise that organisations should be sensitive to special challenges the previously 
disadvantaged mentees face in their attempt to successfully progress in their career.   
 
3.2.4.2 Gender 
 
As the researcher, I wanted to explore if gender had an impact on mentor-mentee 
mentorship relationships. When asked, Fikile opined that gender did not affect the 
mentoring process:  
 
No, it’s funny that my mentees are all female, none are male.  But my mentor was a male and I 
think even if I was given a chance to choose I think I wouldn’t have looked at gender. I would have 
just looked at the credentials of the person and their ability to relate to me, to show genuine interest 
in me (L90-92).  
 
Nadia similarly stated that gender of the mentee did not play a role in mentoring her 
mentees: “Basically irrespective of the gender of the people I am mentoring, there has 
been some synergy, some connection in terms of our interests” (L65-68). 
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However, Christa was of the opinion that gender should be considered while choosing a 
mentor:  
 
I think it all makes sense, I mean there are different aspects to it; so, to say that females must 
mentor females maybe it’s important, maybe it’s not. There’s a small part of being a female that 
needs to be mentored by females because the last part of your career you can be mentored by a 
male as well. But all in all, I think females are better mentors than males. Maybe the males are a 
bit rougher and structured and whatever (L430-435).  
 
Though literature affirms that same-gender mentoring relationships are associated with 
higher comfort and communication levels between the mentor and the mentee (Allen, Day 
& Lentz, 2005), mentors varied in their responses to the issue of gender playing a role in 
the mentoring process. Data emerging from some participants indicated that gender did 
not affect the mentoring process. The criteria they considered more important than gender 
were mentees’ credentials and the ability of a mentor to relate to mentees. However, other 
participants were of the opinion that gender may impact the process of mentoring when 
a male, mentors a female mentee because of gender incompatibility. Besides that, a male 
mentor’s style may be different in their approach to female mentors. As a result of barriers 
women encounter such as discrimination and stereotyping, many modern-day women 
prefer collegial and egalitarian mentorships owing to the fact that women are often 
attracted to same-sex mentors who also serve as collegial role models (Johnson & Ridley, 
2004).  
 
3.2.4.3 Hope 
 
Hope is the level of courage a mentor has in her mentees’ ability to achieve a set goal. 
According to Simpson (2012), courage, which connotes hope, is the most significant 
characteristic of a transformative leader as it is the requirement for doing the most difficult 
things because they are the most just. Hope can serve as a positive propellant that the 
mentor and the mentees need in their relationship to yield a positive result with regards 
to the career progression of the mentees. According to Johnson and Ridley (2004), if the 
mentor has hope that the mentee can change, it could lead to the mentee’s maturity and 
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ultimately the requiring of less formal mentoring. Hope is about the mentor having the 
courage to influence change in the mentees.  
 
Christa stated how hope could influence the mentoring process:  
 
I acknowledge progress … this one (mentee) has a new paper. If you acknowledge progress and  
you praise what is good … you get that behaviour change and that is what it is all about.  It’s about 
behaviour change, isn’t it because people have the potential? We are all born with lots of potential 
depending on what you unlock (L317, L328-333).  
 
Christa’s view shows that rather than looking down on mentees because of their wrong 
doing or inadequacies, a mentor can through hope help to unlock mentees’ potential in 
order for them to progress in their career. Nadia similarly stated:  
 
I always have it in mind that if I could do it, my mentees could do it too. There is some curiosity 
about how I have gotten into an institution and I am very positive. Even if I have had negative 
experiences, I tend not to with my mentees make it debilitating or depressing. I don’t share that in 
a depressing way. I make sure that I always encourage my mentees (L275-278). 
 
Nadia reported how she uses hope while mentoring: “I am generally positive about 
mentees. Being positive means, we are always looking for space to do positive things. I 
have said to them; I want you to try becoming a head of the X department” (L280-283). 
This concurs with the view of Shields (2010) that transformative leaders act courageously 
and continuously: a principle that can be adopted by mentors to ensure that their mentees 
progress in their career. Belinda mentioned how lack of hope may affect mentees:  
 
The role hope plays is quite crucial but again it is very dependent on who the mentors are. If the 
mentors are driven, then the mentees are also kept on board. But if the mentors don’t bother about 
their mentees, and people use it just to get money for travelling overseas then it isn’t a 
transformative process at all (L316-320). 
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Thandi stated how feedback instils hope during the mentoring process: “I think the way 
to instil confidence in the mentees is to be available when they need you, and to get 
feedback from them on whether your guidance has been effective” (L239-240). 
 
Hope emerged as a factor that affects the mentoring process. Data emerging revealed 
that mentors within the AAMP have given hope to their mentees. It can be deduced that 
mentors within the AAMP use hope to inspire their mentees’ career progression. Mentors 
were positive in their engagement with the mentees and encouraged them to develop 
themselves by focussing on their strengths and by helping them overcome their 
weaknesses. By being motivated themselves, the mentors were able to keep the mentees 
hopeful. Mentors also gave the mentees hope by making themselves available for their 
mentees and by giving them feedback which instilled confidence. Transformative leaders 
see hope as the possibility of a better life – in this case being attained in the life of a 
mentee. Hope is characterised as seeing opportunities for growth and achievement as 
real in the mentees’ career. Hope as a quality located in transformative leadership attends 
to the needs, backgrounds and voices of those most neglected, marginalised and 
oppressed in our society (Shields, 2009, 2011). Courage is the cause of growth beyond 
the selfish ego into the realm of action for the happiness of others.  
 
3.2.4.4 Time management 
 
Formal mentor-mentee relationships within organisations are generally hinged around 
time. For both the mentor and the mentees to significantly progress, their growth and 
development need to be managed by the mentor. Participants remarked that time 
management was an important factor that influenced the mentoring process. Thandi 
stated how she managed her time:  
 
Time management is a very big issue.  Many women mentors out there find it difficult to prioritise 
what is really important to them. Many spend several hours on soapies, I’m not against watching 
soapies, I prioritise my time. If I have a paper to submit for a journal, to be done, I am not going to 
sit down and watch TV. I would rather hide in my closet, in my room , with my table and chair , and 
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get my paper out because I see it as a priority. At the same time, I must create time for my mentees 
as well. Soapies are always there; I can always go back and watch soapies later (L262-268). 
 
Fikile remarked that if a mentor fails to manage her time, it would affect her mentoring 
engagement:  
 
My time, I have just to learn how to manage it. UJ is quite good, they know that time issue is a big 
issue. I have attended a seminar on time management that is provided by Prof X. Prof X is a jet 
setter. She gave us some good tips, because she is also in management … It is structuring my 
time properly. If I don’t want mentees to suffer, I have to prioritise my time and have order in the 
day. As a woman, I have a lot to do at work and at home (L179-187). 
 
Acknowledging the significance of time management in the mentoring process, Toews 
and Yazedian (2007) advance that academics should strive to attain balance between the 
roles of research, teaching and service; this might require ‘fencing off’ time. Academics 
should perhaps be counselled and assisted to balance these roles and the time 
requirements associated with each. 
 
Knowing the implications of time management, Nadia gave an example of how she 
assisted her mentees to prioritise their time: 
 
One of the things I like to do with my mentees is to ask them to make a time line, otherwise we 
become a talking shop and waste everyone’s time. So … tell me, by month number three, what you 
have done? Have you published that article that you said you have not published? Sometimes, 
they duck me. They are supposed to be chasing the mentor, but generally I find out that I do chase 
them a little bit as a result of the timeline that I set for them (L108-113). 
 
Data revealed “time management” as a factor which affected the progress of women in 
the mentoring process. Responses from the participants indicated that the time factor 
prevented many aspirant colleagues from reaching their career goals. Work activity such 
as research excellence is an exclusive requirement for promotion into senior positions 
(Barrett & Barrett, 2011) and for most women, research is conducted after hours at home, 
where it may be more difficult (Barrett & Barrett, 2011). Mentors within the AAMP were 
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required to prioritise their time and were provided with the opportunity to attend seminars 
on time management. The mentors played a role in helping the mentees to organise their 
time.   
 
Globally, the majority of women in academia frequently encounter more obstacles to their 
career progression than their male colleagues, as they are forced to enact multiple roles 
involving not only work activities but that of child-rearing and home-making activities 
(Maurtin-Cairncross, 2014). Within the AAMP, mentors attached a time framework to 
activities to assist the mentees towards career progression so that promotion 
requirements were achieved.  The mentoring relationships involved a clear goal and 
stated objectives, a timeframe for learning, and an exit strategy (Geber & Nyanjom, 2009). 
To progress, women may have to conform to masculine values and norms e.g. working 
unsociable hours to keep up with demands of publishing research, administration, 
marking and teaching preparation. Misra et al. (2011) found that men and women reported 
dedicating a similar amount of time to do their jobs however, women spent more time 
teaching, mentoring and participating in service to the university than their male 
colleagues.  
3.2.4.5 Planning  
 
Planning needs to start from the onset of the mentorship relationship. According to 
Johnson and Ridley (2004), mentors should plan for the development, change, and 
eventual ending of the formal aspect of the mentorship. Planning was seen by the 
participants as key to effective mentoring process. Fikile opined the role of planning in 
mentoring activities: “During mentoring, there are activities that are planned. That is what 
I missed when I started my career, you are just a lecturer you don’t know when you will 
be a senior lecturer you have no plan. I wish I had this opportunity to plan my career 
properly” (L110-113). Belinda gave an example of planning within the AAMP:  
 
With this formal programme (AAMP), one thing I like there is a document, the mentors have to do 
a career plan. So, any mentee who gets into that programme, you (mentee) have to do your career 
plan. Where are you now, what are the requirements for promotion and the promotion is to do with 
96 
 
your performance. This planning document do help to facilitate the career progression of our 
mentees (L214-218).  
 
Thandi gave an example of how she planned her mentoring:  
 
My mentees book appointment, they see me one on one like once a month or once in two months.  
It’s officially regimented when they are coming to me. They sit down, this particular item, this 
particular learning; we look at your research – what you do in your research, your research 
capability, community service, personal life, work life balance, marriage life (L37-41). 
 
Sumaya also gave a narrative of how she does her mentoring planning:  
 
We have reports, quite a strict reporting framework. Obviously, it’s a very mixed bag. Some mentors 
are very hands on; we have a development plan twice a year that mentors and mentees have to 
agree with, where they set their goals, and then they assess against their goals and that has to be 
signed off by the mentor. … We do have regular meetings with the groups and we send out 
questionnaires to assess progress about how it’s going (L77-87). 
 
Data revealed that planning was an important factor that helped prepare mentees for 
career progression. This concurs with Shirey (2009) who states that career planning 
provides individualised interventions which help individuals to build on their career 
progression and to decide on their career goals. The data showed that mentors within the 
AAMP assisted the mentees with a career plan so that they could work towards achieving 
their career aspirations. This assistance is noted by Shirey (2009), that career mentoring 
needs planning which is an important facet of career progression as it is a requirement 
for successful career growth. Assisting mentees to attain their goals within the AAMP was 
prioritised with follow up meetings and questionnaires to assess if the plan was 
progressing. This gesture concurs with the views of Fourie et al. (2006) who opine that 
regular monitoring and continual reflecting on the progress, ensures that the necessary 
adaptations can be made to reach clear set strategic career goals within organisations. 
 
From this study, it can be deduced that age is not a factor that affects the mentoring 
process, instead, mentors regard maturity, acceptance, mentees’ ability and willingness 
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to learn from the mentor as factors that influence mentoring. Participants were divided in 
their views over the issue of gender as a factor that could affect the mentoring process. 
The study showed that the mentor’s gender did not really count however, one of the 
participants opined that there were some exclusive discussions or conversations that 
were limited to same sex mentee-mentor relationships. Participants unanimously agreed 
that hope, race, time management, and planning are inevitable factors that do affect 
mentoring process.  
 
3.3 CONCLUSION  
This chapter focused on the analysis and interpretation of the data collected for the study. 
Four themes and sub-themes were discussed to determine what could be learned from 
the senior female academics’ experiences of mentoring aspirant colleagues’ career 
progression within the AAMP. The themes were carefully presented based on the 
participants’ views and interpreted with the use of literature in order to give the data sound 
credibility. The four themes explored were: benefits of mentorship (AAMP); qualities of a 
good mentor; challenges of female mentors in the AAMP; and factors affecting the 
mentoring process. 
Theme one – benefits of mentorship (AAMP) – revealed that mentoring facilitates career 
progression. Empowerment within the AAMP was reciprocal as both the mentors and 
mentees gained from the relationship. The mentors empowered the mentees with crucial 
skills that helped them to navigate the academic world, plan for their career progression, 
enhance their competency skills, while the mentors were kept research driven and 
motivated. Formal professional, financial and academic support was given to the mentees 
in order to check on their career progression.  
 
Theme two – qualities of a good mentor – indicated that a good mentor must possess   
vast institutional knowledge about the organisational system, they must have social skills 
such as the ability to listen and be friendly, they ought to possess professional skills and 
exhibit leadership skills such as passion for mentoring, flexibility, dedication and 
emotional intelligence and have the ability to give advice.  
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Theme three – revealed inadequate training, a heavy sense of responsibility, mentor-
mentee mismatch, male dominance and the mentoring structure as the challenges of 
female mentors in the AAMP.  
 
Theme four - factors affecting the mentoring process - indicated that age and gender did 
not affect the mentoring process. However, race, hope, time management and planning 
were found as factors that could affect the mentoring process. In addition, mentors also 
noted other influencing factors such as maturity, acceptance, the willingness to learn and 
competency of mentors as vital factors affecting the mentoring process. 
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CHAPTER FOUR 
 
THE WAY FORWARD FOR FEMALE MENTORS WITHIN THE AAMP 
 
4.1 INTRODUCTION 
Research has shown that women are still under-represented in senior leadership 
positions within academia. Internationally, career progression for females in academia is 
slow as they are clustered at the lower levels of the career chain. However, mentoring 
has been advocated by researchers as a development tool that can be used by 
organisations to encourage academic progress and career aspirations of employees. The 
aim of this study was to explore senior female academics’ experiences of mentoring 
aspirant female colleagues’ career progression. 
 
In order to realise the aim of this study, the following objectives were set: 
• To explore how senior female academics mentor aspirant female colleagues’ 
career progression. 
• To understand the experiences of senior female academics in mentoring aspirant 
female colleagues’ career progression. 
• To explore the value of senior female academics’ mentoring of aspirant female 
colleagues’ career progression.  
 
This chapter focusses on the summary of the research study, followed by significant 
findings, recommendations and suggestions for future research. 
 
4.2 SUMMARY OF THE STUDY 
The preamble discussed the global issue of women under-representation in senior 
academic positions. The literature review was carried out to explore senior female 
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academics’ experiences of mentoring aspirant colleagues’ career progression. The 
literature review proceeded with the conceptualisation of career progression, facets of 
career progression, importance of career progression and the factors affecting career 
progression. I then explored the proposition by researchers that mentoring could be used 
as a useful tool to address the inadequate development opportunities and transfer of skills 
experienced among women during their career progression. It further outlined the 
different components of mentoring, the benefits and the challenges thereof. This chapter 
then concluded with a discussion of transformative leadership theory and its possible 
application as a means to aiding the mentoring process. Transformative leadership theory 
was explored through Shields (2014), who suggests that for social transformation to 
occur, tenets of humility, faith, hope, critical thinking and solidarity need to exist between 
leaders and followers. The study was outlined within a qualitative research design. A 
sample of seven participants was purposefully selected for the study. Data was collected 
through one-on-one semi-structured interviews. 
 
A number of themes and sub-themes arose from the data. Theme one, ‘Benefits of 
mentorship (AAMP)’, showed that the benefits were facilitation of career progression, 
empowerment of mentees and provision of formal support. Theme two was ‘Qualities of 
a good mentor’, indicating: vast institutional knowledge about the organisational system, 
exhibition of social skills, exhibition of professional skills, exhibition of leadership skills 
and the ability to give advice. The third theme was ‘Challenges of female mentors in the 
AAMP’. The data indicated inadequate training, a heavy sense of responsibility, mentor-
mentee mismatch, male dominance and the mentoring structure as the challenges. The 
last theme was ‘Factors affecting the mentoring process’. This theme indicates that age 
and gender do not affect mentoring process within AAMP. However, mentors noted that 
the influencing factors such as race, gender, hope, time management, planning, maturity, 
acceptance, the willingness to learn and competency were vital factors affecting the 
mentoring process. 
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4.3 FINDINGS  
Based on the data collection and analysis the following findings were established. 
 
4.3.1 Finding 1: Benefits of mentorship 
 
The benefits of mentorship within the AAMP emerged as one of the themes in this study. 
It was found that through the AAMP mentoring process, female mentees experienced 
career progression within the university as a result of the mentorship provided. This was 
evident in promotions gained by the mentees in terms of their qualifications and academic 
positions. Mentors reported that the mentees within the AAMP have been able to move 
upward in their academic qualifications: some from having a Master’s degree to a PhD 
while some have progressed from their PhD to associate professor and some from 
associate professor to full professorship. Owing to the training received from the AAMP, 
some mentees have been encouraged to occupy academic positions such as HoD while 
there was anticipation that other mentees would also progress into higher academic 
profiles. Career progression achievements by the AAMP mentees may not have been 
achieved if it were not for the involvement of the AAMP.  
 
The study indicated that the AAMP mentors empowered their mentees by teaching them 
emotional intelligence which helped them to relate in the academic field and by guiding 
them on how to make important career related decisions. The mentors equally shared 
their career experiences in terms of their previous mistakes and struggles they 
encountered before reaching their current career level, so that the mentees were able to 
learn and navigate effectively in their career progression. In addition, I found that the 
mentors helped to enhance leadership skills in the mentees for their effectiveness in their 
professional roles. On the other hand, the data indicated that the mentors were also 
empowered in their engagement with mentees as they were kept inspired, research 
focused, goal driven, inquisitive and enthusiastic by their mentees. This was achieved 
through ground breaking research done by the mentees, coupled with scenarios where 
the mentees’ challenges inspired the mentors’ interest. 
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Notwithstanding, the data also showed that mentors, through their experiences and 
guidance, gave formal support to the mentees in the form of professional, financial and 
academic aids needed for their career progression. This support given to the mentees 
included: career planning, training courses, matching mentees with NRF rated mentors, 
relief responsibilities, conference support and helping them to access grants for their 
research. Owing to the aforementioned benefits, it can be concluded that the AAMP is 
assisting to bridge the inequality gap between men and women in senior leadership 
positions. 
 
4.3.2 Finding 2: Qualities of a good mentor 
 
The study revealed various qualities that are expected of a good mentor. Data revealed 
qualities such as a mentor having vast institutional knowledge of the organisation, as 
being vital for the mentees progress in terms of building networks and creating 
opportunities for the mentee. This vast institutional knowledge expected of a mentor as 
articulated by the participants, included knowledge of organisational policies and 
regulations, as well as research opportunities that were available for mentors. A mentor 
with vast institutional knowledge would be able to provide her mentees with useful 
information that is required for a successful career trajectory. 
 
The study also highlighted social skills as an inevitable quality mentors ought to possess 
in order to be effective in their mentoring activities. As part of the social skills, a mentor is 
expected to be a good listener (one who is attentive to the needs and challenges of the 
mentee), as it helps mentors to guide and make important decisions with the mentees. 
Also, the ability to establish and maintain good human relations i.e. good interpersonal 
relationships between the mentor and the mentees is essential as it makes 
communication between the mentor and mentee easier. In addition, participants further 
emphasised that motivation was a social skill required of a mentor to keep the mentees 
encouraged.  
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In addition, the study showed that good mentors should be able to role model 
professionalism in the manner in which they conduct themselves so as to make it easy 
for their mentees to practically learn from them. Such professional skills that mentors were 
expected to exhibit included: professional competency and achievement; mentor’s 
expedience in taking steps in resolving the issues tabled before them by the mentees; the 
ability to counsel and coach; time management skills; flexibility; multi-tasking; having 
different mentoring techniques; keeping confidentiality of mentees information; and 
academic proficiency.  
 
Furthermore, the ability of mentors to exhibit leadership skills came out as a valuable 
quality. In every setting, leadership skills play a huge role in determining the success of 
the goals set within an organisation. Participants were of the view that a good mentor 
should be flexible in adjusting her schedule in order to accommodate her mentees. A 
mentor was also expected to be a selfless leader who would go the extra mile in making 
sure that the mentees progressed in their career paths. Similarly, a mentor was expected 
to be consistent and reliable which in some circumstances required self-sacrifice. In 
addition, the data indicated that a good mentor should possess passion for mentoring the 
mentee as one of her leadership skills. 
 
Ability to give advice was also considered as a quality of a good mentor. A mentee needs 
a mentor who is endowed with vast career knowledge to advise her on what to do and 
what not to do. Data revealed that participants in this study gave advice to mentees in 
areas where they were lacking and gave advice that would guide the mentee in becoming 
acquainted with the institutional rudiments of how to progress in their career. This finding 
indicated that selecting mentors with suitable qualities was important for a successful 
mentoring relationship. From the view point of the theoretical framework that underpinned 
this study, the AAMP mentors displayed traces of humility, faith, hope, critical thinking and 
solidarity which are core tenets of transformative educational leadership.   
 4.3.3 Finding 3: Challenges of female mentors in the AAMP 
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The research uncovered the challenges experienced by mentors within the AAMP. 
Mentors indicated that the training provided was not suitable preparation for the role they 
were expected to play within the AAMP. Mentors regarded the training as unsuitable as it 
was not tailored to address the mentors according to their different mentoring capabilities. 
Mentors expressed that the inadequate training contributed to a drain on their time. The 
format of the training provided by the AAMP was clearly a reason why some mentors 
neglected attending mentor workshops.  
 
Data also offered that the challenges female mentors faced included a heavy sense of 
responsibility in terms of being a mentor, a professional and administering family duties. 
The challenge of mentoring being an added responsibility which required time and effort, 
with no financial gain to the mentors who were already busy, was noted as a hindrance 
to the effective mentoring process. Heavy teaching loads affected the mentoring process. 
Mentor-mentee mismatch was another mentoring challenge that was advanced by the 
participants. The data posited that the mentors were not duly consulted about the 
decisions to mentor their assigned mentees. Mentors felt that mentees were imposed on 
them and mismatches were seen to be responsible for the lack of chemistry between 
mentors and mentees.  
 
A further challenge experienced by female mentors was male dominance. Some mentors 
were the only females in their department and were expected to take on informal work-
loads that males did not avail themselves for, due to stereotypical thinking. This potentially 
stole away from their time which could be used to advance their mentees’ progress. Lastly, 
the mentoring structure was identified as a challenge for the mentoring process. The data 
recognised that moving away from mentoring as a hierarchical relationship was an issue 
that both the mentors and the mentees had to deal with. The data indicated that mentors 
were aware that the mentoring process was not meant to be hierarchical, but it 
inadvertently resulted in one where the mentor was regarded as more powerful due to 
position and experience, while the mentee was the person aspiring to that position.  
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4.3.4 Finding 4: Factors affecting the mentoring process  
 
The data revealed that age differences between mentors and mentees were not a factor 
that affected the mentoring process within the AAMP. Most participants had mentored 
both older and younger colleagues’ career progression without any problems. Rather than 
age, the data regarded maturity, acceptance, and ability and willingness of the mentees 
to learn from the mentor, as factors that influenced the mentoring process. 
 
The data posited that race was a factor that affected the mentoring process. Same race 
relationships of the mentor and her mentees made mentoring easier owing to similarity in 
their racial backgrounds. The data revealed that same race relationships helped the 
mentor to understand and be able to empathise with her mentees who were of the same 
race as her. It was found that mentees from the same racial background as the mentor 
found it easier to relate stories, feelings, opinions and perceptions with their mentor 
without reservation. 
 
Though a few of the participants opined that there were some exclusive discussions or 
conversations that were limited to same sex mentee-mentor relationships, the study did 
not highlight gender as a major factor that affects the mentoring process. The data 
emphasised a mentor’s credentials in terms of academic and professional proficiency and 
mutual interest between the mentor and the mentees, as outweighing the gender 
differences. The hope a mentor has in her mentees emerged as a factor that helps to 
inspire and encourage the mentees towards their career progression. The hope the 
participants had in their mentees helped them develop the mentees by focusing on the 
mentees’ strengths and helping them overcome their weaknesses. The data also showed 
that the feedback given by mentors instilled hope in the mentees.  
 
As part of the factors affecting the mentoring process, time management was identified 
as a factor that can affect both mentor and mentees. The data indicated that time 
management prevented many mentors and mentees from reaching their mentoring and 
career goals respectively. Furthermore, the data made it clear that the inability of mentors 
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to manage their work-load featured as a factor that could hinder the mentoring process. 
Finally, the data revealed that planning was an important factor that determined the 
success of career progression. It was revealed that the career plans organised by 
mentors have helped assist their mentees to work towards achieving their career 
aspirations. 
 
4.4 RECOMMENDATIONS 
4.4.1 Recommendation 1: Proposition for continuation of the AAMP at UJ   
 
As revealed by the research, that female mentees who participated in the AAMP 
experienced career progression (3.2.1.1), it is therefore recommended that UJ should 
continue the AAMP. The role played by the mentors in giving hope to the mentees in the 
form of encouragement, advice, giving feedback and assisting the women within the 
AAMP to plan their career development, is commendable and should continue. Owing to 
the potency of the AAMP, its continuation will likely promote women empowerment and 
therefore, it is capable of bridging the existing gap between men and women in senior 
academic leadership positions. 
 
4.4.2 Recommendation 2: Proposition for the inclusion of the tenets of transformative 
leadership to be part of the AAMP policy guidelines 
 
The participants’ view that same race mentoring relationships could positively influence 
the mentoring process (3.2.4.1), is a perception that will not support racial equity in our 
country, South Africa, where this study was conducted, because of the gap created by the 
Apartheid regime where minority races dominated and still seem to dominate. Some 
participants indicated that same gender mentoring was good (3.2.4.2) but if this notion is 
encouraged, it will not allow female mentees to have mentors, as there are currently fewer 
female mentors in senior academic positions. Hence, there is a need to adequately 
prepare mentors and mentees for diversity in mentoring in terms of race and gender, as 
well as placing more emphasis on transformative leadership tenets.  
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I therefore recommend that transformative leadership tenets which include humility, faith, 
hope, critical thinking and solidarity be included in the AAMP guideline in order to 
complement the existing qualities that are contained in the policy guideline. The 
transformative leadership tenets could serve as a reminder to all participants of the 
qualities that make for good mentoring relationships. These tenets will assist in creating 
awareness among the mentors on how to best become courageous mentors in the face 
of diversity, as the focus will not be on race or gender but rather on promoting fairness 
and equality which is in line with the vision and goals of the AAMP.  
 
4.4.3 Recommendation 3: Reorganising training provided for the AAMP 
 
In consideration of the mentors’ feelings that the AAMP training has not been properly 
thought through – which has made some participants view the training as a waste of time 
(3.2.3.1)  – I recommend that the training be reorganised. The Dean in consultation with 
other relevant stakeholders such as the HoDs, AAMP co-ordinators, mentors and 
mentees should be involved in the planning of the content and type of mentorship training 
that they intend to have. Involving all stakeholders, most especially the mentors and 
mentees, may lead to their buy-in and consequently an increase in their commitment, 
interest and attendance rate during mentorship training. In order to attend to individual 
mentors’ training needs and for those mentors who cannot always attend general training 
sessions based on their tight job schedule, I recommend an on-line training or 
personalised training for mentors. 
 
4.4.4 Recommendation 4: Extra caution to be taken against mentor/mentee imposition 
 
As a result of the remarks made by the participants on the mentor-mentee matching 
process – where mentors reported that they were not involved in the selection of their 
mentees and sometimes, served as a surprise to them (3.2.3.3)  – I therefore recommend 
that the mentor’s consent should be sought before making the mentorship formal. Extra 
caution should be taken by the AAMP in the form of written agreements to ensure that the 
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mentors are willing to be of service to the mentees by perhaps accepting a written 
agreement from the mentor. A letter of merit from the university to the mentor explaining 
the prestigious reasons for selecting and matching them with particular mentees will 
perhaps create enthusiasm and willingness from the mentor to proceed with the 
partnership. 
 
4.4.5 Recommendation 5: Proposition for motivating and rewarding mentors 
 
Due to the unpaid effort and time mentors put into the mentoring activities to guide and 
share their valuable knowledge and experiences with the mentees, I recommend that the 
university should consider motivating and rewarding mentors for their contribution to the 
growth and status of the university. I recommend a reduction in the workload of mentors 
in order for them to be able to adequately cater for the mentoring needs of the mentees. 
Alternatively, remuneration could be designed for mentors so as to motivate and 
compensate their hard work.  
 
 4.5 RECOMMENDATIONS FOR FUTURE STUDIES 
The insights gained from this study prompts further research in the following areas: 
 
1. This study focused on senior female academics’ experiences of mentoring aspirant 
female colleagues’ career progression. It could be valuable to examine the 
phenomenon of mentorship training in higher education using the tenets of 
transformative leadership as a guide. 
 
2. The experiences of senior female academics in mentoring aspirant colleagues’ 
career progression through the lens of the four phases (initiation, exploration, 
collaboration and consolidation) of the mentoring process could be explored in 
order to determine if the process is in order.  
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3. Having posited how time management is imperative for the mentoring process, it 
could be of help to research how mentors and mentees should judiciously utilise 
their time for effective mentoring.  
 
4. Based on the fact that a small-scale sample of seven participants was used for this 
study, an expanded study, for example, a large-scale survey, as well as a mixed 
method approach is recommended to be carried out with the same goal and 
research questions as this study. This would increase the validity and reliability of 
the findings from the data. 
 
4.6 CONCLUSION 
The aim of this study was to explore senior female academics’ experiences of mentoring 
aspirant female colleagues’ career progression. This research study revealed that female 
mentors within the AAMP are making a valuable contribution in their mentoring of aspirant 
colleagues’ career progression. The research also indicated that at the University of 
Johannesburg, female mentors within the AAMP are assisting to create opportunities for 
aspirant female colleagues by mentoring them towards career progression, giving 
empowerment and provision of formal support. The study posits that inadequate training, 
a heavy sense of responsibility, mentor-mentee mismatch, male dominance and the 
mentoring structure appear to be the challenges confronting the AAMP. The study 
indicates that race, time management, planning, maturity, acceptance, the willingness to 
learn, competency and hope are vital factors affecting the mentoring process.  
 
In academia, there is a need to balance the gender inequality scales in senior leadership 
positions at universities. Though mentoring is advocated by researchers as useful in 
assisting to bridge the gap between male and females in senior academic positions, it 
has the potential to be ineffective if not properly implemented. I therefore recommend 
continuation of the AAMP and the creation of awareness of good mentor and mentee 
qualities as part of the AAMP policy guidelines. I suggest revamping of training provided 
for the AAMP, caution against mentor/mentee imposition and propose using 
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transformative leadership theory in the implementation of mentorship training. I further 
advance for the AAMP policy to consider rewarding mentors for their good work in 
facilitating their colleagues’ career progression.  
 
The mentoring experiences of senior female academics in the mentoring of aspirant 
colleagues indicate that there is much value in the work done by the mentors to advance 
the plight for senior female academic leaders who are under-represented. It is therefore 
hoped that the University of Johannesburg where this study was conducted, will 
strengthen the AAMP to help develop marginalised females for higher positions of 
leadership. This could be achieved by considering the principles, values and guidelines 
of transformative leadership theory and other aforementioned recommendations. 
Consequently, the adoption of these recommendations will enhance a fair and equal 
environment that promotes social justice for all women who have been under-represented 
in positions of leadership in the world of academia. 
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Appendix D: Interview schedule 
 
 
Interview Schedule   
Senior female academics’ experiences of mentoring aspirant colleagues’ career progression: The 
Accelerated Academic Mentoring Programme 
 
Date: November 2017 
Research Site: University of Johannesburg 
Participants: AAMP Senior Academics’ 
 
Formalities for conducting the interviews 
• Thank participants for agreeing to take part in the study 
• Thank participants for the time 
• Ensure confidentiality 
• Ensure validation of the data 
• Encourage respondents to ask questions 
 
SECTION A: Biographical Information 
FOREGROUND 
Research studies in South Africa and internationally indicate that senior female academics 
(professors), are inadequately represented in higher education. For the purpose of the 
research sample description: 
1. What is your current position at UJ? 
2. How long have you held your current position at UJ? 
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3. How long have you been working at UJ? 
4. Where were you employed prior to working at UJ? 
5. What is your total work experience in academia? 
6. As a senior academic leader do you have aspirations towards executive leadership? 
7. Please clarify your nationality? 
8. What is your home language? 
9. At what age did you attain professorship? 
SECTION B: Mentorship Experience of Senior Female Academics 
PERSONAL EXPERIENCE OF BEING MENTORED 
10. Have you had the opportunity to be mentored towards career progression? 
11. How would you describe your experience of being mentored? 
12. If you were not mentored, do you wish that you had been mentored towards career 
progression? 
13. If you had an option to choose a mentor for yourself, what would be the motivation for 
your selection? 
 
 AAMP EXPERIENCE OF BEING A MENTOR TO ASPIRANT COLLEAGUES 
14. What is your conception of mentoring? 
15.  How did you become a mentor within AAMP? 
16. For how long have been a mentor within AAMP? 
17. How many people are you mentoring? 
18. Can you give me a sense of their age-range? 
19. In your opinion how does the age difference between you and mentees affect the 
mentoring relationship? 
20. Can you give me a sense of their race? 
21.  How does the racial difference between you and mentees impact on the mentoring 
relationship? 
22. How many females do you mentor? 
23. How does gender differences between you and the mentees affect their career 
progression? 
24. How were you matched with your mentees? 
25. How did you establish a mentorship relationship with your mentees after being matched?  
26. What is your perspective on your current mentoring relationships with female mentees? 
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Mentoring requires courage and commitment to assist others to advance and grow their 
abilities (Simpson, 2012). In light of this assentation:  
27. How have you been developed as a mentor to help others expand their capacity? 
28. How would you describe your experience of being a mentor within AAMP? 
29.  What are the challenges in the mentoring of aspirant female colleagues towards their career 
progression? 
30. How do you think the challenges of mentoring aspirant female colleagues towards their 
career progression can be overcome? 
31. What do you consider as your strengths in your mentoring of aspirant colleagues’ career 
progression? 
32. What is your commitment towards mentoring aspirant female colleagues towards their 
career progression? 
33. What motivates you in your mentoring of aspirant female colleagues towards their career 
progression? 
 
SECTION C: How Senior Female Academics Mentor Aspirant Colleagues Towards 
Career Progression 
 
34. What role do you play in mentoring aspirant female colleagues’ career progression? 
35. Describe how you make decisions with aspirant female colleagues towards their career 
progression?  
36. How do you communicate with aspirant female colleagues towards their career 
progression? 
37. How do you set an example for your aspirant female colleagues towards their career 
progression? 
38. How do you get aspirant female colleagues to take your advice regarding their career 
progression? 
39. What strategies do you use in mentoring aspirant female colleagues towards their career 
progression? (Methodology) 
40. How do you collaborate with aspirant female colleagues towards their career progression? 
41. How do you motivate aspirant female colleagues towards their career progression? 
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42. How often do you have mentorship contact with aspirant female colleagues towards their 
career progression? 
43. How do you ensure trust and understanding with mentees? 
 
SECTION D: THE VALUE OF SENIOR FEMALE ACADEMICS MENTORING 
OF COLLEAGUES’ CAREER PROGRESSION 
The theoretical framework of this research is transformative leadership. Transformative Urban 
Leadership as guided by Paulo Freire (2011) suggests for social transformation to occur, tenets of 
humility, faith, hope, critical thinking and solidarity as key elements for dialogue among leaders 
and people   
44. What are the values you demonstrate in the process of mentoring aspirant female 
colleagues towards their career progression? 
45. Humility: In what way are you permanently open to new thoughts in your interaction with 
aspirant female mentees? 
46. Hope: How do you give hope to your mentees regarding opportunities for growth and 
achievement? 
47. Critical thinking: Are you and your mentees aware of systems and structures of 
oppression? How do you actively seek to change them? 
48. Solidarity: Leaders and followers are seen as having destinies that are interconnected. 
They work in union towards better life conditions for all. How do you feel about this view? 
49. What benefit do you derive from mentoring aspirant female colleagues towards career 
progression? 
50. In your own view, what is the importance of mentoring females career progression within 
universities?                 
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